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ABSTRACT
This study investigated developmental changes in the nature and 
effectiveness of self-determined helping stra teg ies  th a t elementary school 
children used to ass is t a younger same-sex peer on novel puzzle tasks. 
Children from Grades 2, 5, and 8 were assigned to in d iv id u a lly  assist a 
kindergarten ch ild  in one of two conditions ( i . e . ,  when a s ituationa l 
constraint independent achievement was e ith e r  imposed by an adult or was 
absent). Helping behaviours were coded to re f le c t  differences in the 
degree of helpers' involvement in the rec ip ie n ts ' task. Helpers of various 
grade levels  were found to use more or less the same basic helping 
s tra teg ies . There was an age-related increase in use of helping strategies  
allowing rec ip ie n ts ' cognitive p art ic ip a tio n  and decision making. With 
advancing age, there was an increasing preference fo r such subtle in d ire c t  
help stra teg ies  over d ire c t  physical in tervention and over in d ire c t  help 
obvious for task completion. Also, older helpers provided greater  
structure for rec ip ien ts ' p a rt ic ip a tio n  and used a greater number of 
positive re in forc ing  responses than younger helpers. Some age-associated 
trends for helping behaviours were evident consistently  on Complex puzzle 
m aterials but not Simple puzzle m ateria ls . These included an age-related  
decrease in helpers' use of d irec t physical intervention and age-related  
increase in obvious forms of in d ire c t  help. Greater amounts of successful 
rec ip ient part ic ip a tio n  during the helping process as well as less d ire c t  
physical intervention by the helper were associated with better learning of 
Complex puzzle m aterials by rec ip ien ts . Helpers of a l l  ages adapted 
appropriate ly  th e ir  use of in d ire c t  helping strateg ies to the rec ip ien ts '
i i
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successful and unsuccessful attempts a t puzzle construction . Neither  
helper stra tegy use nor re c ip ie n t  behaviours were influenced by the 
information given about s itu a tio n a l constra ints  fo r  re c ip ie n ts ' independent 
achievement.
i i i
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CHAPTER I
INTRODUCTION
The purpose of the present study was to explore the nature and 
effectiveness o f  school-age c h ild re n 's  attempts to give task help to 
younger ch ildren placed in t h e i r  charge. Researchers, parents, and 
teachers expend much e f f o r t  in promoting children to show caring and 
helping fo r  others ( e . g . ,  Mussen & Eisenberg-Berg, 1977; Roedell, Slaby, & 
Robinson, 1977). Older children are often expected to model prosocial 
a c t iv i t ie s  and values ( " I t ' s  good to help others") fo r  younger ch ild re n ,  
espec ia lly  in areas where the e ld er  is  more s k i l le d  (Whiting & Whiting, 
1975). In ex is tin g  reviews o f prosocial development ( e .g . ,  Bryan, 1975; 
Eisenberg, 1982; Mussen & Eisenberg-Berg, 1977; Radke-Yarrow, Zahn-Waxler,
& Chapman, 1983; Staub, 1978), the helping research emphasizes age changes 
in c h ild re n 's  dispositions to ass is t others and factors  th a t  f a c i l i t a t e  
such d ispos ition  ( e .g . ,  modeling, ro le  ta k in g ) .  In con tras t, r e la t iv e ly  
l i t t l e  focus is  given to the investiga tion  o f  the nature and effectiveness  
of c h ild re n 's  self-determ ined helping behaviours.
.Relevance o f  Peer In te ra c t io n  to C h ild ren 's  Development
The th e o re tica l positions by several developmentalists provide support 
fo r  the importance of peers as agents of change in c h ild re n 's  social and 
cognitive development. Theorists stress d i f fe r e n t  avenues by which 
learning and problem solving can take place in same- and cross-age 
In te ra c t io n . The various behaviour change processes include decentration  
(P ia g e t, 1959), im ita tio n  (Bandura, 1977; Peck, Cooke, & A po llon i, 1981),
1
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2se le c tiv e  reinforcement (Hartup, 1983; McGee, Kaufman, & Mussen, 1977), and 
the in te rn a l iz a t io n  o f interpersonal a c t iv i t y  (Vygotsky, 1978).
O v e ra ll ,  children are recognized by several researchers to  have 
potentia l value to e f fe c t  major change in t h e i r  peers' social and cognitive  
development through e ith e r  inc identa l or in ten tio n a l means ( e .g . ,  Damon, 
1984; Hartup, 1983; S tra in ,  1981). When children implement de lib era te  and 
self-determ ined behaviours in order to produce pos itive  change in others, 
they w i l l  l i k e ly  be considered to be engaging in a c t iv i t ie s  subsumed under 
peer helping and teaching.
Relevance o f Peer Helping and Teaching to the Development o f Task Mastery 
end Social S k i l ls
Bruner and his colleagues ( e .g . ,  Wood, Bruner, & Ross, 1976) have 
pointed out the special ro le  of dyadic learning episodes fo r  the 
development o f problem solving and task mastery in the growing c h ild .  They 
have emphasized the frequency with which a c h i ld 's  e f fo r ts  to learn are 
l i k e ly  to be assisted by others in attendance who are more s k i l l f u l  than 
the c h ild .  They stressed a lso , the uniqueness of such "de lib era te  tu to r ia l  
in teractions" to mankind as a species ( i . e . ,  the provision o f ins tru c tio n  
versus simply the opportunity to model o thers ).
Generally , i t  is  expected th a t children f i r s t  experience problem 
solving a c t iv i t ie s  in the context of a d u lt -c h i ld  in te ra c t io n  ( e .g . ,  
Baumrind, 1980; Vygotsky, 1978; Wood et a l . ,  1976). However, i t  is 
expected th a t as c h ild ren 's  re la tion s  expand beyond those with adult  
caregivers, in te rac tio n  with peers takes on an increasingly important ro le  
In th is  view of ch ild ren 's  use o f others to acquire and master increasingly  
complex s k i l ls  (Hartup, 1978; Nelson-LeGal1, 1983).
In Hartup's investigations o f peer s o c ia l iz a t io n ,  help-g iv ing is
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3thought to be a major function of ch ild ren 's  re la tio n s  w ith younger peers 
( e .g . ,  Hartup, 1978, 1983). Hartup and his colleagues have examined peer
in te rac tio n  in same- and mixed-age s itua tions  expecting the nature of the
behaviours to d i f f e r  because o f d i f fe r e n t  social functions th a t symmetrical 
end asymmetrical peer in teractions  are expected to serve. Hartup has c ited  
anthropological studies ( e .g . ,  Whiting & W hiting, 1975) reporting th a t some 
social actions occur with younger children more frequently  than with o lder  
( i . e . ,  nurturance, he lp -g iv ing , sympathy), some with age-mates rather than 
nonage-mates ( i . e . ,  aggression and sociable acts l ik e  conversation), and 
some with o lder children rather than younger ones ( i . e . ,  dependency, 
help-seeking). In a review of peer s o c ia l iz a t io n ,  Hartup (1983) argued 
tha t same-age s o c ia l iz a t io n  can be viewed as a context fo r  acquiring s k i l ls  
needed fo r  e q u a lita r ian  "give and take" whereas mixed-age in te rac tio n  can 
he viewed as a context fo r  social assertiveness (dominance or nurturance) 
and fo r  giving assistance. Although help-g iv ing is thought to be a primary 
function of ch ild ren 's  re la t io n s  with younger peers, there is very l i t t l e  
research which has examined the development of ch ild ren 's  s k i l ls  fo r  giving
assistance and task help to younger peers.
Several theoris ts  have maintained th a t the opportunity fo r  children to 
in te ra c t  w ith the purpose of providing ins tru c tio n  and help fo r  th e ir  peers 
(esp ec ia lly  children o f mixed-age groups) fosters  s o c ia liza tio n  fo r  both 
the helper and the re c ip ie n t  ( e .g . ,  Bronfenbrenner, 1970; Bruner, 1972; 
Hartup, 1978, 1983; Staub, 1975). In fa c t ,  the u t i l i z a t io n  of children as 
teachers and helpers in schools and other contexts is  a core element of  
childhood s o c ia liza tio n  in some cultures outside of North America 
(Bronfenbrenner, 1970). Bruner (1972) argued tha t o lder children given 
re s p o n s ib il i ty  fo r  helping youngsters can b en e fit  with the acquis ition  of
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
4helper s k i l ls  and competencies (and thereby become more competent members 
of s o c ie ty ).  In keeping with th is  l in e  o f thought, some developmentalists 
( e .g . ,  Roedel1 e t  a l . ,  1977) have suggested th a t  teachers set up such 
situations to enable children to learn s k i l ls  fo r  helping by working out 
Problems in experience and in te ra c t io n . I t  is  expected th a t  the peer 
helper-teacher w i l l  have opportunity to develop ins ight in to  the 
teaching-learning process (Thelen, 1969) and thereby be stimulated  
metacognitively in the process o f "learning how to le a rn ."  Also, i t  is  
expected th a t when the peer helper-teacher is  assigned re s p o n s ib il i ty  fo r  a 
younger c h i ld ,  his or her behaviour becomes constrained along s o c ia lly  
desirable dimensions (A lle n , 1976).
One prac tica l value of the peer helper-teacher ro le  fo r  society is  the 
enhancement o f others' learning and goal attainment ( e .g . ,  A lle n , 1976).
I t  is  expected th a t a problem solver w i l l  be more inc lined  to undertake and 
to maintain ac tive  involvement in a challenging task with help o f others 
(Nelson-LeGal1 & Gumerman 1984). Also, the peer helper can have a m ultip le  
e f fe c t  on the re c ip ie n t by setting  an example or standard. That is ,  
younger children are thought to look to o lder peers fo r  accepted norms and 
examples of what they themselves can become ( L ip p i t t  & l i p p i t t ,  1970).
According to Hartup's w rit ing s  on peer s o c ia l iz a t io n ,  the peer cu lture  
tends to re in force  the societal norms and values of the core cu lture  and 
tends to extend and f a c i l i t a t e  the s o c ia liza tio n  e ffe c ts  o f home and school 
rather than contradict them (Hartup, 1978). Thus, the rec ip ien t o f help 
gains an opportunity to learn the customs of the community (Konner 1975), 
and the application o f social conventions and norms bearing on where, when,
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
5and what type o f helping behaviour is  appropriate.'*' In short, peer helping  
and teaching can be a veh ic le  fo r  fo s te rin g  the development o f  constructive  
peer helping and teaching ( c f . , Staub, 1975). I t  is surpris ing then, th a t  
very l i t t l e  research emphasis has been given to documenting the nature of  
the s tra teg ies  children use to help and in s tru c t  others and the 
effectiveness o f those s tra teg ies  ( e . g . ,  how helping s tra teg ies  vary to 
appropria te ly  r e f le c t  social norms and an adherence to social c o n s tra in ts ).  
Xhe Salience o f  School Experience and Social Norms to the Development of  
.Children's Strategies fo r  Task Help
Elementary school children report th a t  they do frequently  need and 
seek out help from other students (Ladd & Oden, 1979; Nelson-LeGal1 & 
Gumerman, 1984; Youniss, 1975). For example, ch ildren commonly re fe r  to  
schoolwork problems when asked to generate s itu a tio ns  in which they need 
help from peers (Ladd & Oden, 1979). Elementary school children often  
think about using helping and teaching behaviours as a way to make new 
friends or maintain fr iendsh ip  re la t io n s  ( e . g . ,  Gottman, Gonso, &
Rasmussen, 1975; Selman, 1978; Spivack, P la t t ,  & Shure 1976). Spontaneous 
Peer in s tru c tio n  and helping episodes are observed to be a frequent 
occurrence in same- and m ulti-age classrooms when in te ra c tio n  is  allowed 
( e * g . ,  Cooper, Ayers-Lopez, & Marquis, 1982; Damico & Watson, 1976; Gerber 
& Kaufman, 1981; Minuchin, 1976 c ite d  in Minuchin & Shapiro, 1983). Many
Grusec (1981) argued th a t knowledge o f  social conventions must be 
transm itted by agents o f s o c ia l iza t io n  since social conventions are 
a r b i t r a ry .  That is ,  a l te rn a t iv e  courses o f action could serve the same 
•unction o f regulating  behaviour. In con trast, knowledge of moral norms 
stems d ir e c t ly  from the events themselves. That is ,  there is  a natural 
connection between the event and the negative resu lts  i t  produces, such as 
one h i t t in g  another c h i ld .  I f  th is  is  so, then no ac tiv e  measures need to 
oe taken to help children conform to moral norms, but would be necessary 
fo r  them to conform to social conventions.
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6teachers assign children to work in pairs and small groups and assume 
children learn together. Also, i t  is  expected th a t  the practice  of 
students helping each other w ith school work goes on a f t e r  school between 
friends and s ib lings (Thelen, 1969).
Since the school experience is  repeatedly shared by large numbers o f  
ch ild ren , the general nature of the school se tt ing  and how i t  imposes 
demands, constra in ts , and controls on helping in terac tion s  can have an 
homogenizing influence with respect to ch ild re n 's  standards fo r  help -g iv ing  
(A lle n , 1976; Radke-Yarrow e t a l . ,  1983). The adu lt imposition and 
fostering  of autonomy s tr iv in g s  and independent achievement mastery in the 
classroom is  one school experience tha t children in Western cu lture  are  
l ik e ly  to share. One o f the deep and unquestioned assumptions in our 
society is th a t growth is  characterized by an increasing desire fo r  
independence and a capacity to cope alone with the problems of r e a l i t y  
(Kagan, Kearsley, & Zelazo, 1977). The capacity to be independent, 
s e l f - r e l i a n t ,  and to work things out by oneself are highly regarded t r a i t s  
in our so c ie ty , that are used to judge competence (Baumrind, 1972; Nakamura 
& f in k ,  1980). As children mature, caretakers make greater demands fo r  
s e lf -s u f f ic ie n c y  so th a t outcomes become increasingly  contingent upon the 
c h ild 's  own performance (Baumrind, 1980).
Not s u rp r is in g ly , a popular North American assertion is  tha t the most 
helpful thing we can do fo r  other people is  to "help them to help 
themselves;" the overrid ing purpose o f a l l  help is s e lf -h e lp  and eventual 
s e l f - r e iiance . This p r in c ip le  transla tes  in to  teaching and professional 
helping approaches ( e .g . ,  Carkhuff, 1973) th a t encourage ind iv iduals  to use
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
7p
th e ir  own s k i l ls  to solve th e ir  own problems.
There is evidence to suggest th a t children do become socialized to 
independence and achievement norms with increasing age. Achievement and 
independence norms are thought to fuel the competitiveness seen in children  
by 8 to 10 years of age (Bryan, 1975; Severy & Davis, 1971). Soc ia liza tion  
to independence and achievement norms is thought to explain the greater  
reluctance by mid-elementary school-age children and older children to 
intervene in some helping situations (Bryan 1975; Messey, 1977; Severy & 
Davis, 1971; Staub, 1975). In a recent review of developmental aspects of  
rec ip ie n t 's  reactions to a id , Eisenberg (1983) concluded that children  
become more sensitive to possible negative in terpretations of receipt of  
aid with advancing age.^ She reported tha t young children seldom respond 
negatively to a id ,  whereas adolescents frequently respond negatively to aid  
and are re luctant to seek help.
Given the independence and achievement norms of our cu ltu re , i t  seems 
important tha t children learn to distinguish between helping techniques 
that might res u lt  in loss of self-esteem ( e .g . ,  d ire c t  physical 
intervention) in contrast to in d ire c t  involvement, in which the re c ip ie n t 's  
feelings of competence can be enhanced. The less involved and less 
contro lling  the peer helper can be in the solution of the problem, the more
In fa c t ,  descriptions of the helping process by professional helpers 
underscore the importance of enhancing the c l ie n ts '  capacity or 
response-ability" (F r i t z  Peris) to cope more autonomously with th e ir  
Problems ( c f . ,  Ickes & Kidd, 1976).
3n
According to Eisenberg (1983) even when help is s o lic ite d  and given with  
the best o f human motives, i t  may have an unplanned detrimental e f fe c t  on 
the rec ip ien t experienced as a loss o f self-esteem. The rec ip ien t might 
in te rp re t the need and act of help as a message that he or she is  
imcompetent. This in te rp re ta tio n  can be accompanied by feelings of 
dependency, helplessness, in f e r io r i t y ,  and inadequacy.
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8s e lf-re l ia n t  the recipient can be.
Also, for any instance of task help, children might come to distinguish 
further between at least two forms of indirect help which can vary markedly 
m the amount of information content and correspondingly promote different  
levels of responsibility and task involvement from the recipient. That is ,  
a helper might resort to indirect helping techniques that encourage cognitive 
"independence (e .g . ,  helper encourages the recipient to generate correct 
answers or solutions) as d istinct from those that encourage simply physical 
independence (e .g . ,  le tt ing  the recipient manipulate task materials while 
the helper gives answers or e x p lic it ly  te l ls  what to do).^ Professional 
helpers and psychological theorists have noted progressive levels of dependent/ 
independent functioning to be indicators of positive change and development.^
This distinction of two forms of indirect help is analogous to Nelson- 
LeGall's (1981) distinction between d ifferent motives for help-seeking.
She refers to "executive" help-seeking behaviours as instances in which a 
child tr ies  to have someone else solve a problem or attain a goal for him 
her. In contrast, "instrumental" help-seeking refers to instances in 
which help requested is limited to that needed for the recipient to attain  
a goal or problem solution for him or herself. Analogously, the helper 
can try to take over a task and assume a leadership role ( i . e . ,  "executive" 
assistance whereby the recipient is told what to do or how to solve the 
Problem), or can support the recipient to accomplish as much of the task 
as possible on his or her own ( i . e . ,  "instrumental" assistance, whereby 
the recipient remains challenged by problem solution).
Maier (1978) draws parallels between the developing pattern of the c lien t 's  
achievements in various areas of behavioural responsibility during the 
professional helping process, and Erikson's stages of the way in which the 
child progresses to ever new levels of independent functioning in the 
mastery of sk ills  and tasks throughout ontological development. In b r ie f,  
the child's early experiences revolve around body experiences and finding 
a sense of predictability  in the physical dimensions of the developmental 
cask. Eventually, children show socialization to self-sufficiency for  
engaging in physical task manipulation or body management (autonomous 
doing") by about two years of age. According to Erikson's theory, they 
show socialization to cognitive task mastery and achievement by about 8 or 
y years of age. As noted by Maier, achievement in one aspect of 
behavioural mastery creates with i t  a new sphere of dependence in that 
same realm of new found a b i l i t ie s .
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9Several researchers have re fe rred  to the importance o f studying 
child ren 's  e f fe c t iv e  help-g iv ing ( e .g . ,  Chandler, 1974; Eisenberg, 1982; 
Hoffman, 1975; Staub, 1978). However, there is no e x is tin g  research which 
investigates the leve ls  o f independence th a t  children attempt to a c tiv a te  
in a younger re c ip ie n t of a id . As noted by Hoffman (1975), children are 
socialized both to help others and to respect norms of independent 
achievement. Undoubtedly, children receive such "mixed messages" 
(Nelson-LeGall, 1981, p. 234) w ith in  and outside o f t h e i r  classrooms. I t  
would seem th a t a helper's  awareness of subtle in d ire c t  supportive 
discovery methods of help ( e .g . ,  hints and cues to structure generation of  
Hypothesis and answers to the problem) is imperative to resolve such 
c o n fl ic t  and s t i l l  respond to another student's need fo r  task help and 
rein force th e i r  competence. According to Tierney (1977, 1978), children  
who are not aware of such in d ire c t  forms o f helping in tervention  might 
choose not to help a t a l l  under those circumstances.
A rep e rto ire  of in d ire c t  helping techniques allows not only fo r  
adherence to societal norms and sanctions resembling the independence goals 
found in most schools and classrooms. Also, in d ire c t  forms of help show 
respect and recognition fo r  the re c ip ie n t 's  spontaneous in ternal  
Motivation fo r  task mastery, which some theoris ts  consider essential fo r  
learn ing.^ in fa c t ,  Murray (1938) included achievement on a l i s t  o f 10 o f  
The most important of the psychological needs.
6  T j .  •  .
.*• I s widely believed th a t part o f the motivation in t r in s ic  to an 
■individual's cognitive functioning is "the motivation to master 
Problematic s itu a tio n s , to be e f fe c t iv e  with respect to one's environment, 
To be competent" ( F la v e l l ,  1977, p. 22). That a sense of competence is  
Pleasurable f i t s  the organismic position on inner growth and spontaneous 
•earning.
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Finally, indirect helping techniques have a practical u t i l i ty  for 
learning. That is , i t  is expected that the more the recipient is 
encouraged to use his or her capabilities for successfully dealing with a 
diff icu lt  situation, the greater the likelihood of producing generalized 
and enduring change in the recipient's coping skills  and behaviours 
(Carkhuff, 1973). Also, the fewer the external aids for producing positive 
outcomes, the greater the recipient's sense of self-efficacy (Bandura,
1982) for deal ing with similar problems in the future.
The Need to Examine Developmental Change in the Nature and Effectiveness of 
Children's Helping
One of the shortcomings of the existing helping literature is that 
there is no conventional taxonomy of behaviours used by researchers to 
investigate the development of children's repertoire of helping and 
instructional strategies (see Appendix J). Several observers of children's 
Piping have referred to the importance of including behaviour categories 
that reflect differences in the degree of the helper's involvement in the 
recipient's problem (Barnett [nee Hofmans], Darcie, Holland, & Kobasigawa, 
1982; Hurwitz, 1979; Ludeke & Hartup, 1983). From the preceding discussion 
we can conceptualize behavioural interventions as varying on a continuum in 
the degree of intervention by the helper. Within this continuum, at least 
three broad classes of active helping strategies can be designated as 
meaningful and manageable for the study of helping interactions.^ These 
are: (a) the helper's direct physical help in the recipient's problem and
no active recipient participation, (b) the helper's indirect help in the
hC50r^ln9 t0 Bakeman and Brown (1977) the approach of using classes of 
behaviours rather than specific behaviours should be especially useful for 
developmental studies of interaction.
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re c ip ie n t 's  problem which promotes the re c ip ie n t 's  use o f  his or her own 
Physical resources, and (c ) the he lper's  in d ire c t  help which promotes the 
re c ip ie n t 's  cognitive  p a r t ic ip a t io n  ( e .g . ,  decision making) in solving the 
Problem.
As o u t l in e d , the three broad classes o f  helping s tra teg ies  provide 
successively smaller amounts of helper in te rven tio n  but allow successively 
more rec ip ie n t  re s p o n s ib il i ty  fo r  solving any helping task. Two examples 
might s u ff ic e  to c la r i f y .  I f  a re c ip ie n t  requires assistance to t i e  a knot 
m a rope, the helper might simply t i e  the knot ( f i r s t  class o f helping 
s tra te g ie s ) ,  or give the re c ip ie n t  in s tru c tio n  and demonstration on how to 
t i e  such a knot (second class o f  helping s t ra te g ie s ) ,  or give the re c ip ie n t  
h in ts , cues, and reminders o f steps involved in ty ing such a knot ( th i rd  
class of helping s tra te g ie s ) .  I f  a re c ip ie n t  requires assistance to solve 
a crossword puzzle , the helper might t r y  to f i l l  in words on the puzzle fo r  
the re c ip ie n t  ( f i r s t  class o f helping s t ra te g ie s ) ,  or give the re c ip ie n t  
words to t r y  (second class o f helping s t ra te g ie s ) ,  or provide h ints  and 
cues fo r  the re c ip ie n t  to generate his or her own words to t r y  ( th i rd  class 
helping s tra te g ie s ) .  These two examples ind ica te  th a t the second class 
° f  helping s tra teg ies  ( e .g . ,  g iving the answer or g iv ing e x p l ic i t  
1 instructions) can more c lose ly  resemble e i th e r  the f i r s t  or th ird  class o f  
helping s tra te g ie s , depending upon the task demands of the problem a t  hand 
( e *9 * ,  the receptive communication s k i l ls  required to tra n s la te  answers or 
1 instructions in to  action to complete problem s o lu tio n s ).
"Helping" can be defined as a c lu s te r  o f behaviours used to aid  
Another whereas "helpfulness" is  defined as the appropriateness o f the 
behaviour fo r  a given context ( e .g . ,  Ladd & Oden, 1979; Radke-Yarrow e t  
•> 1983). in the main, observational studies o f ch ild re n 's  helping have
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counted or rated behaviours but seldom deal w ith the question o f the 
appropriateness o f p a r t ic u la r  behaviour fo r  s p e c if ic  stimulus s itu a t io n s ,  
or the outcome o f the helping a c t iv i t y  fo r  the re c ip ie n t  (see Appendix J ) .  
Obviously, the development of e f fe c t iv e  helping involves much more than 
learning a set o f f ixed  a c t iv i t i e s .  E ffe c t iv e  helping involves adapting 
in tervention  s tra teg ies  to the p a r t ic u la r  helping problem. Few would 
disagree th a t learning when to engage in c e rta in  behaviour and when not to  
is i t s e l f  a c r i t i c a l  element o f adaptive behaviour ( c f . ,  G o t t l ie b ,  1978).
I f  we assume th a t e f fe c t iv e  helping functions as a goal-d irected  
a c t iv i t y ,  then we can judge whether a behaviour in te rven tio n  is  compatible 
with important c h a ra c te r is t ic s  o f  the problem a t hand. Barnett [Hofmans] 
at a l .  (1982) have proposed a comprehensive framework to o u tlin e  the 
various factors  th a t  might a f fe c t  the q u a l i ty  o f a person's helping a c tio n ,  
and to which children might learn to adapt t h e i r  assistance-giv ing  
attempts.® In b r ie f ,  they suggested th a t  e f fe c t iv e  helping depends on the 
s u i t a b i l i t y  o f  the means to ass is t (s tra teg y  v a r ia b les )  in re la t io n  to the 
needs and c h a ra c te r is t ic s  of the aid r e c ip ie n t ,  the problem m ateria ls  and 
the s itu a tio n a l demands o f the helping problem (task v a r ia b le s ) ,  and the 
helper c h a ra c te r is t ic s  and c a p a b i l i t ie s  fo r  implementing those means 
(helper v a r ia b le s ) .^  Barnett [Hofmans] e t  a l . (1982) proposed th a t  
children develop a re p e rto ire  o f a v a ila b le  helping s tra te g ie s ,  but also an 
awareness o f when d i f fe r in g  helping s tra teg ies  must be used under various
1 nis conceptualization has borrowed heavily  from F la v e l l 's  (1977) model of  
memory-relevant v a r ia b les . He has id e n t i f ie d  person task , and strategy  
variab les as three important categories o f facto rs  influencing the q u a lity  
° f  a person's learning or remembering.
9
Nelson-LeGall, Gumerman, and Scott-Jones (1983) used a s im ila r  extension  
F la v e l l 's  model o f h e lp ing -re levan t variab les  to examine processes 
a t fecting  help-seeking behaviours o f ch ild ren .
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circumstances.
Some recent research has examined s p e c i f ic a l ly ,  the developmental 
changes in c h ild re n 's  appreciation fo r  d ire c t  and in d ire c t  help, and 
ch ild ren 's  a b i l i t y  to discern the appropriateness o f these two broad 
c la s s if ic a t io n s  o f  help s tra teg ies  in accordance with c h a ra c te r is t ic s  of  
the helping s i tu a t io n .  In an in terv iew  study (B arnett [Hofmans] e t  a l . ,
1982), children between the ages o f 5 and 11 years were required to 
evaluate the re la t iv e  appropriateness o f c e rta in  classes o f response fo r  
d if fe r e n t  types o f s itu a tio n s  presented w ith in  story dilemmas. Some of 
these story dilemmas included such s itu a t io n a l c h a ra c te r is t ic s  as a 
competition ( i . e . ,  rules o f a contest) or the re c ip ie n t 's  independence 
s tr iv ing s  ( i . e . ,  expressed desire  to complete a task independently) which 
ty p ic a l ly  l i m i t  or constrain the a c c e p ta b i l i ty  o f d ire c t  forms of  
in te rven tio n . Given such "task c o n s tra in ts ,"  in d ire c t  help was deemed to 
be more e f fe c t iv e  help than a c t iv e ly  accomplishing the chore fo r  the 
rec ip ien t (d ire c t  he lp ).
O v e ra ll ,  the resu lts  o f  th is  in te rv iew  study revealed th a t  most o f  the  
youngest ch ildren thought th a t  the greatest amount o f involvement in the 
helper's  problems was the best thing to do and no in terven tion  ( e .g . ,  
watching and w a itin g ") the worst th ing to do regardless o f s itu a tio n a l  
constra ints . Young kindergarten-age children seemed obliv ious to societa l 
constraints fo r  d ire c t  help , although many o f  them were capable o f p re d ic t-  
ln 9 negative consequences fo r  what would ty p ic a l ly  be considered in tru s iv e  
Tntervention i f  they were prompted to do so. By 8 or 9 years of age, 
children verbalized a preference fo r  in d ire c t  help in s itua tions  where 
constraints existed: Many seemed to pred ic t spontaneously the inconvenient
consequences o f  d ire c t  help in s itu a tio ns  where i t  would v io la te  the rules
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of a com petition, and judged in d ire c t  and no help as more appropriate .  
Children o f th is  age leve l were found to value in d ire c t  help fo r  the 
independence s i tu a t io n ,  but they did not consider d ire c t  help to be the 
worst thing to do as many had fo r  the contest co n s tra in t .  Instead, most o f  
them considered "no help" worse than d ire c t  help. By 10 or 11 years of  
age, children seemed p a r t ic u la r ly  sens it ive  to various types of autonomy 
str iv ing s  in others ( e .g . ,  to compete, to be independently successful) and 
showed consistent use o f information about independence s tr iv in g s  fo r  
evaluating in d ire c t  help as the best and e i th e r  no help or d ire c t  help as 
the worst ways to help.
Approximately one-th ird  o f  the 8 -  to 11-year-o ld  helpers did verb a lize  
a preference fo r  d ire c t  help under the no-constra in t s i tu a t io n ,  but 
P ra c t ic a l ly  none of them preferred d ire c t  help fo r  the independence 
s itu a t io n . Apparently, they d is c r im in a t iv e ly  used information about 
s itu a tio n a l constra in t fo r  l im it in g  the a c c e p ta b i l i ty  o f  d ire c t  help. On 
the other hand, up to one-th ird  o f the o ldest children interviewed  
re s tr ic te d  d ire c t  help from t h e i r  ve rb a lizab le  preferences ( i . e . ,  " i t ' s  
worse than no help") ind ica tin g  th a t  some o lder children spontaneously 
generalized independence norms to no-constra in t s itu a tio n s .
The resu lts  of th is  in terv iew  study revealed developmental change in 
ch ild ren 's  appreciation fo r  d ire c t  and in d ire c t  forms o f assistance g iv ing .  
However, the research has not examined age changes throughout the 
elementary school years in c h ild re n 's  preferences fo r  d ire c t  and in d ire c t  
Helping behaviours. Further research is needed to examine whether children  
increasing age show a d is tinguish ing preference fo r  in d ire c t  help over 
d ire c t  help s tra teg ies  in t h e i r  actual behavioural attempts. Also, th is  
in terview  study did not include investiga tion  o f whether children showed
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distinguishing preference fo r  one form of in d ire c t  help over the o ther.
The behavioural observation research has given l i t t l e  focus to
developmental change in  the nature o f c h ild re n 's  helping s tra teg ies  fo r
inducing independent performance in another. However, there are a few
observational studies w ith resu lts  bearing on c h i ld re n ’ s self-determ ined
use o f d ire c t  and in d ire c t  forms of, helping and age d ifferences in the way
m which such s tra teg ies  are adapted to s p e c if ic  task v a r ia b les . Cooper,
Ayers-Lopez, and Marquis (1982) observed th a t kindergarten children were
more d ire c t iv e  and in tru s ive"  than second graders in dyadic learning
exchanges. However, since t h e i r  observations were conducted in same-age
s ituations i t  is  not c le a r  whether the apparent developmental d iffe rence  in
helpers' behaviours occurred as a function o f the capacities  o f the
helpers, the re c ip ie n ts , or a combination o f  the two ( c f . ,  Ludeke & Hartup,
1983).
Ludeke and Hartup (1983) reported th a t  mid-elementary school-age 
children (9 years old) used comparably more d ir e c t  help than o lder  
elementary students (11 years o ld ) to in d iv id u a lly  as s is t  younger or 
same-age peers. I t  is  not c le a r  from the two studies reported above i f  the 
children showed preference fo r  the use o f in d ire c t  help over the d ire c t  
help a t  any o f the age le v e ls  investiga ted . In a recent paper, Cooper and 
Marquis (1983) alluded to such developmental change in th e i r  comment th a t  
sixth graders tend to give "restra ined" hints ra th er than work out answers 
^or Peers in academic contexts, whereas kindergarten children are more 
l i k e ly  to demonstrate the answer to the problem fo r  a peer.
In the Ludeke and Hartup (1983) study both the 9 - and 11-year-o ld  
helpers were found to modify t h e i r  helping depending on the age 
c h a ra c te r is t ic  o f the re c ip ie n t .  That i s ,  the ch ildren increased the
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
16
amount of direct help, the amount of apparent indirect help (e .g .,  "rule 
statements," "strategic advice," e tc .) and the praise and repetition given 
with a greater age difference between the recipient and helper ( i . e . ,  
either a 2- or 4-year age difference). No differences in recipients' 
actual behaviour were evident. The authors concluded that the helpers 
showed appropriate adjustments in their helping and teaching in keeping 
with general notions of the age characteristic of the recipients ( i . e . ,  
that younger children have inferior processing sk ills  and need more 
cognitive structuring and affective support).
In one study (E llis  & Rogoff, 1983), mid-elementary school students 
were found to vary the type of help according to different characteristics 
° f  the materials. Nine-year-old children provided less direct physical 
involvement and resorted to more verbal instruction on materials resembling 
academic demands ( i . e . ,  picture sorting task) versus "home-like" demands 
( i * e . ,  sorting objects on shelves in a simulated kitchen). Perhaps 
children generalized from larger societal expectations about the importance 
° f  independent mastery for materials of an academic nature.
In another study (Senior, Musser, & Hartup, 1981), mid-elementary 
school_age children (9 year olds) were found to vary the amount of 
different types of help given on task materials of two levels of 
d iff icu lty . The child helpers increased the amount of direct physical 
assistance as well as the amount of what seemed to be indirect help ( i . e . ,  
supportive help" including offers of help, nonverbal and verbal informa­
tion about the task, e tc .) with materials of greater d if f ic u lty  regardless 
of the age of the recipients ( i . e . ,  two years younger, older, or the same 
a9® as the helpers); In the behavioural observation research reviewed this 
^ar> i t  is d i f f ic u lt  to discern developmental trends in children's
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adaptation o f d ire c t  and in d ire c t  forms of helping to helping problems. 
However, by the middle elementary school years , children seem to make 
several important adjustments.
There is  no research th a t  d i r e c t ly  examines age changes in c h ild re n 's  
preferences fo r  the most independence-inducing in d ire c t  form of help over 
the less independence-inducing form. However, there is  some suggestion o f  
developmental trends in the research fo r  c h ild re n 's  d is t in c t io n  between the 
two d i f fe r e n t  types o f in d ire c t  help. Garbarino (1975) observed f i f t h -  and 
sixth-grade children to use behaviours c h a ra c te r is t ic  o f "an hypothesis- 
generating approach" or a "democratic" approach (which emphasized options, 
choice, and h in ting  ra th er  than giving an answer). Hudson, Forman, and 
Brion-Meisels (1982) described developmentally advanced young elementary 
school students ( i . e . ,  grade 2 high ro le -ta k e rs )  to use such behaviours 
more often than t h e i r  less advanced classmates ( i . e . ,  low ro le -ta k e rs )  when 
ass is tin g  younger kindergarten ch ild ren . S im i la r ly ,  Hurwitz (1979) found 
tha t developmentally advanced mid-elementary school students ( i . e . ,  grade 4 
High ro le -ta k e rs )  used such behaviours more often than t h e i r  less advanced 
peers, esp ec ia lly  when ass is tin g  an alleged developmentally handicapped 
ch ild  with a task . Each o f  these studies sampled a narrow age range of  
children , in summary, fu r th e r  research is needed to discern developmental 
trends in the nature o f c h ild re n 's  helping s tra teg ies  fo r  "helping others  
to help themselves."
One fu r th e r  l im ita t io n  o f the helping l i t e r a t u r e  is  th a t l i t t l e  
emPhasis has been placed on helping as a sustained endeavour in which the 
in te ra c t iv e  e ffe c ts  o f the re c ip ie n t  and helper are examined. E f fe c t iv e  
Helping and teaching- can involve m u ltip le  behaviours through time by one 
Person attempting to ass is t  another. For example, i f  the i n i t i a l  helping-
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teaching strategy does not fu r th e r  the re c ip ie n t 's  progress towards goal 
attainment with problem m ate r ia ls , the strategy might be reevaluated. In 
general, the helper might increase involvement and extent o f help and 
direction i f  the rec ip ie n t continues to make mistakes and encounter 
d i f f ic u l t i e s ,  in order to ensure completeness of help ( i . e . ,  tha t the 
rec ip ient does eventually come to comprehend or master the task 
m a te r ia ls ) .^  On the other hand, the helper might lessen the degree of  
intervention ( e .g . ,  change from t e l l in g  or showing what to do, to h inting  
and prompting) as the rec ip ien t gains mastery or  comprehension over 
Portions of the task m ateria ls . This example points to the importance o f  
knowing what behaviours are exhib ited by the helper in response to  
rec ip ient feedback ( e .g . ,  re c ip ie n t 's  progress with problem m ater ia ls ) .  
Further study is needed to examine the he lper's  f l e x i b i l i t y  in  
accommodating to the re c ip ie n t 's  ongoing performance.
The concept of helping adjustments may be fundamental to an 
understanding o f the process. That i s ,  the a b i l i t y  to modify one's 
instructional behaviours may well be the essence of peer helping-teaching  
competence. According to researchers of ch ild ren 's  social and 
communication s k i l l s ,  the opportunity to casually explore various 
components of a social problem are q u a lit ie s  th a t  make peer in teraction  
essential and unique in promoting various forms of social competence ( e .g . ,
Sural nick, 1981; Hartup, 1978).
lijgQTgtical Approar.h to the Development of Helping Strategies
Much of the above discussion argues fo r  the importance of experience
•nis ra tion a le  is  in keeping with the "maxim" tha t problem solving should 
th I 8SS stressful with assistance than without (Wood et a l . ,  1976) and 
^nat even adults are l ik e ly  to resort to p a r t ia l  task completion ( i . e . ,  
i re c t  help) v/hen other tac tics  f a i l .
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for children’s learning about appropriate forms of behaviour as task help 
strategies. The theoretical orientation guiding the present research is a 
synthesis of social learning and cognitive principles influenced by script 
or schemata theory. Karniol (1982) has utilized the postulates of script 
theory to explain developmental change in children’ s prosocial dispositions. 
This same approach can provide a theoretical base for expecting age changes 
1n the development of children’ s helping strategies. The following is a 
summary of KarnioVs presentation of the main postulates of script theory.
Script theory argues that individuals will exhibit different patterns 
of behaviour in a situation depending on how they interpret the situation 
within the context of their experiences (e .g .,  awareness of social norms). 
The context of their interpretation is found through a memory search of 
Their knowledge base. Script theory is an information processing approach 
Proposing that all social behaviour is cognitively mediated. The script is 
The knowledge structure and the mediating variable between the external 
situational variables and the individual's behaviour.
Script theory proposes that information is acquired and stored in an 
ePis°dic way through personal experiences and vicarious experiences. The 
development of an understanding of action appropriate for given situations 
1S a matter of developing action-event schemas that are situationally 
dependent. With any given situation, the more experience and familiarity  
a Person has, the greater the likelihood of developing a script. The 
script is a prestored stereotypic action-event scenario ("prototype"). 
Deciding an appropriate action is a matter of finding an appropriate match 
arnong Prestored scripts and the observed event ( i . e . ,  script-relevant 
■"iformation in the setting). Information retrieval processes are initiated  
situational stimuli. Scripts te ll  what to do in general. Also,
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deciding appropriate action might involve addressing additional 
non-scripted knowledge o f specific  aspects of the s ituation  ( i . e . ,  matching 
the observed event to adjunct inform ation), as well as information that is  
derived through the in d iv id u a l's  in fe re n t ia l  processing ( e .g . ,  s k i l ls  to 
predict and evaluate possible consequences fo r  certa in  actions).
Research has shown th a t ,  in general, younger children are less l ik e ly  
than older children to ac tiva te  what knowledge store they have ava ilab le  to 
them (F la v e l l ,  1977). Also, they are l ik e ly  to be more lim ited  in th e ir  
memory store and the information ava ilab le  to be accessed ( e .g . ,  F lave ll  
1977; Kreutzer, Leonard, & F la v e l l ,  1975). S im ilar developmental trends 
are evident fo r  the development of ch ildren 's  awareness o f appropriate 
helping strategies (Barnett [Hofmans] e t a l . ,  1982). Apparently, younger 
children 's scripts fo r  helping d i f f e r  in quantity , scope, complexity, and 
ac c e s s ib i l i ty , in part because of less experience with d if fe re n t  types of 
helping actions in many d if fe re n t  s ituationa l contexts. In general, i t  is  
expected th a t ,  with age and increasing experiences, older children are 
l ik e ly  to develop a greater reperto ire  of helping strategies and 
techniques. They are also more l ik e ly  to access these when i t  is 
s itu a t io n a lly  appropriate to do so.
One la s t  postulate of s c rip t theory to be described is that  
understanding scripts and forming expectations about l ik e ly  events fo r  a 
situation is based on an understanding of human goals. Goals tha t are 
c u ltu ra l ly  based and related to social norms ( e .g . ,  achievement goals) must 
he learned and, therefore , are of in te res t fo r  developmental research. The 
9oals of in te res t to the development of helping s k i l ls  are those that have 
a strong bearing on the development of children 's  standards fo r  social 
conduct in helping s ituations . In other words, goals that account fo r  the
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greatest possible variance in helping behaviour in children are of interest 
to script theorists.
Present Study
The present study investigated developmental changes in the nature and 
effectiveness of the helping behaviours that elementary school children use 
to assist a younger same-sex peer on novel puzzle materials. The study 
examined the helping that children from grades 2 , 5 ,  and 8 used to assist 
individually a kindergarten child in an ongoing interaction when a 
situational constraint ( i . e . ,  goal for independent achievement) was either 
exP lic it ly  imposed or was absent. Helpers from the three grade levels were 
chosen to sample behaviours across a wide range of ages and to ensure firm 
grounding for making conclusions about the direction of age changes. 
Kindergarten age children are frequently chosen in informal as well as 
structured peer fa c il i ta to r  programs to be the recipients of help by older 
slementary school children (e .g ., Canning, 1985).
The situational constraint of independence goals was chosen for study 
because an adherence to achievement norms is generally regarded as an 
optimal objective for effective helping in our society, and i t  is 
generalizable to the types of constraints imposed on school-related 
Performance. The imposition of a situational constraint was thought to 
maximize the likelihood that children would u t i l ize  the forms of indirect 
help strategies that they have available to them.
One major aim o f  the  study was to examine the e x te n t  to which c h i ld  
helpers a ttempt to  f a c i l i t a t e  independent dec is ion  making and promote 
r e c ip ie n ts  to  use t h e i r  own personal resources to solve he lp ing problems.  
Thus, the frequency w i t h  which c h i ld re n  resor ted  to  the use o f  the three  
Masses of a c t iv e  he lp ing  s t r a t e g ie s  ( i . e . ,  the typology  o u t l in e d  in  the
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previous sections) was measured. The typology, formulated on the basis of  
the amount o f a c t iv i t y  and information a helper could co n tr ib u te , included:
(a) d ire c t  helper involvement whereby the helper takes over a c t iv e ,  
physical manipulation o f  task m ateria ls  and the re c ip ie n t  is  re s tr ic te d  to  
observation and understanding (D ire c t  Help); (b) in d ire c t  help or  
ins truction  promoting the re c ip ie n t 's  use o f  his or her physical resources 
or involvement in the so lu tion ( e . g . ,  physical or verbal behaviours whereby 
helper gives answers and e x p l ic i t  in s tru c tio n  on how to do the ta s k ) ,  but 
une re c ip ie n t  requires very l i t t l e  re f le c t io n  or decision making ( In d ir e c t  
Help-obvious); and (c ) in d ire c t  supportive help or in s tru c tio n  to promote 
cognitive p a r t ic ip a t io n  and involvement by the re c ip ie n t  ( e .g . ,  giving  
hints and cues to generate a correct answer). The re c ip ie n t  is  l e f t  to 
r e r le c t ,  consider, compare, a n t ic ip a te  consequences or other features of  
choice and decision making and thus, contribute  to the solution with  
cognitive action ( In d ir e c t  H e lp -s u b tle ) .
The c h ild re n 's  dyadic in te rac tion s  were observed and coded according 
To the he lper's  use o f the three classes o f  helping s tra te g ie s . In 
addition to these classes of s tra te g ie s ,  some other helper behaviours were 
coded. P o s it iv e , confirming, and encouraging remarks are considered 
benefic ia l to task performance because they promote a f a c i l i t a t i v e  po s itive  
atmosphere conducive to learn ing whereas negative c r i t i c a l  remarks are 
Thought to have the opposite e f fe c t  ( e .g . ,  Bryant & Crockenberg, 1980; 
Garbarino, 1975). Thus, both types o f  comments were coded.
A second major aim of th is  study was to explore developmental change 
ln ch ild ren 's  a b i l i t y  to adapt th e i r  helping in terventions to s itu a tio n a l  
c h a ra c te r is t ic s . The le a s t  d ire c t  forms of help were deemed most 
aPPropriate fo r  s itu a tio ns  with an imposed independence con stra in t. I t  was
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recognized, however, th a t  in sustained helping problems d i f fe r e n t  types o f  
helping s tra teg ies  might be used and be j u s t i f i e d .  Both d ire c t  and 
in d ire c t  forms of help might appear warranted to ensure completeness of  
help i f  problem-solving m ateria ls  proved d i f f i c u l t  fo r  the re c ip ie n t  
regardless o f whether s itu a t io n a l constra ints  ex is ted . Even when there  
were no con s tra in ts , a helper might use cues and prompts in keeping w ith a 
general awareness th a t teaching and helping behaviours th a t  promote the 
greatest degree o f involvement by the re c ip ie n t  are most f a c i l i t a t i v e  fo r  
change. Thus, the chi 1 dren's preference fo r  a strategy was measured by the 
frequency o f s trategy use as well as i t s  order o f occurrence ( i . e . ,  a 
preferred strategy was l i k e ly  to be the most frequent one and the f i r s t  one 
t r ie d  w ith in  a sustained helping episode). In th is  study, task m ateria ls  
° f  two levels  o f d i f f i c u l t y  ( i . e . ,  a simple and complex puzzle) were 
included to discern the g e n e ra l iz a b i l i ty  o f  the findings to varying
m ateria ls .
Also, th is  study examined whether use o f  helping s tra teg ies  was 
associated adaptively  with re c ip ie n ts ' feedback. I t  was expected th a t  
ef fe c t iv e  helpers would gauge the level o f t h e i r  involvement to the 
rec ip ien ts ' progress w ith the task m ateria ls  to accommodate to the 
rec ip ie n ts ' changing needs. I f  a re c ip ie n t  made mistakes and encountered 
d i f f i c u l t i e s ,  the helper could increase the extent o f  involvement to ensure 
completeness o f help. As the re c ip ie n t  gained mastery over a portion of  
the task m a te r ia ls ,  the helper could lessen the degree o f in te rven tio n .
Th
Us» i t  was important to code re c ip ie n t  behaviours providing ind icators  o f  
Progress ( i . e . ,  successes, e rro rs ) and to inves tiga te  how helper and 
recip ie n t  behaviours were re la ted  in the in te ra c t io n s . The he lper's
© xib i1 i t y  was measured through discerning an increased like lih o o d  o f the
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more d ire c t iv e  helping s tra teg ies  fo llow ing re c ip ie n t  errors  than successes 
with the m a te r ia ls , but the increased l ik e l ih o o d  of less d ire c t iv e  helping  
strateg ies  fo llow ing re c ip ie n t  successes. Theorists have pointed to " f in e  
tuning" of social behaviours as an important aspect o f s o c ia l iz a t io n  f a c i ­
l i t a te d  through same- and cross-age in te ra c t io n  ( c f . ,  Hartup, 1978, p. 38 ).
Another aspect o f  helping in te ra c tio n  thought important fo r  study was 
"the "pacing" o f the in te ra c t io n .  In s itu a tio ns  in which the goal is  fo r  
recip ients  to accomplish as much o f the problem-solving task m ateria ls  as 
Possible on t h e i r  own, the rec ip ien ts  are expected to a c t iv e ly  " try -o u t"  
the problem in search fo r  solutions (Wood e t  a l . ,  1976). Wood e t  a l .
(1976) pointed out th a t a tu to r  can adopt a supporter ro le  ( i . e . ,  leaving  
the rec ip ients  to pace t h e i r  performance and intervene when d i f f i c u l t y  
arises) or an a c t iv a to r  ro le  ( i . e . ,  the helper in i t ia t e s  the " try in g -o u t"  
behaviours). S im i la r ly ,  th is  study examined the frequency with which 
rec ip ien t attempts and successes were s e l f - i n i t i a t e d  or in i t ia te d  by the 
helper ( i . e . ,  helper ind icated th a t  the re c ip ie n t  should t r y  th a t  portion  
t l^e ta s k ) .  This measure provided fu r th e r  ind ica tio n  o f the extent to  
which helpers encouraged rec ip ien ts  to take re s p o n s ib i l i ty  and control and 
thus, greater independence in th e i r  problem-solving performance.
F in a l ly ,  the study included various outcome measures of the overa ll
success of ch ild ren 's  dyadic helping episodes. These measures included an
assessment o f  whether the assigned task was met ( i . e . ,  extent to which
Puzzle m ateria ls  were completed a t  the end of the helping sessions) and a
measure o f the degree o f  learn ing o f  the task m ateria ls  by the rec ip ien ts  
/  •
^ • e . ,  a posttest o f re c ip ie n ts ' s k i l l s  in making the puzzle a lone). Also, 
time taken to accomplish the assigned m ateria ls  was recorded.
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Hypotheses and Exploratory Questions 
Helper behaviours
Age and strategy use -  In the previous sections o f th is  chapter, 
Ind irec t Help-subtle was presented as a developmentally more advanced 
helping strategy than D irec t Help. Empirical research has described o lder  
helpers to be less d ire c t iv e  than younger helpers (Cooper e t  a l . ,  1982a; 
Ludeke & Hartup, 1983). Empirical research has reported developmentally 
advanced helpers to provide greater choice and decision making fo r  th e i r  
recipients than less developmentally advanced helpers ( e .g . ,  Hudson et a l . ,  
1 9 8 2 ; Hurwitz, 1979). On the basis o f the conceptual analysis o f types of  
helping stra teg ies  and the previous research, i t  was hypothesized that:
1. With increase in age, helpers w i l l  use fewer D irect Help
s tra teg ie s . Conversely, w ith increase in age, helpers w i l l
use a greater number o f In d ire c t  Help-subtle s tra teg ies .
Thus, overall frequency o f s trategy use was considered a measure of
response strength. Also, the study explored whether o lder helpers, as
compared to younger helpers, use a s p ec if ic  helping strategy more
frequently to in i t i a t e  t h e i r  helping sessions.
Age and comparison of s tra teg ies  -  Even though older helpers are
expected to use fewer D irec t Help s tra teg ies  and more In d ire c t  Help-subtle
strategies than younger helpers, i t  is d i f f i c u l t  to discern from the
existing  empirical research whether helpers o f more advanced age show a
d is t in c t  preference fo r  in d ire c t  help over d ire c t  help s tra teg ies  in th e ir
behavior and how th e ir  helping in terventions might best be characterized.
8n the basis o f the conceptual analysis o f In d ire c t  Help-subtle as a
developmentally more advanced in tervention than D irect Help, and the
findings of empirical research (Barnett [Hofmans] e t  a l . ,  1982; Cooper &
Marquis, 1983; Hudson e t a l . ,  1982; Hurwitz, 1979), i t  was hypothesized 
that:
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2. With increase in age, helpers w i l l  use a comparably higher 
frequency o f  In d ire c t  Help-subtle  s tra teg ies  than D irec t  
Help s tra te g ie s .
Also, the study explored whether c h ild  helpers showed any preference fo r  
the most independence-inducing in d ire c t  form of help ( In d ir e c t  Help-subtle  
s tra teg ies ) over the less independence-inducing form ( In d ir e c t  Help-obvious 
stra teg ies ) as measured by frequency o f  s tra tegy use.
Condition and strategy use -  The findings o f  empirical research 
suggest th a t  children show s e n s i t iv i ty  to independence and achievement 
norms as s itu a t io n a l constra ints  against d ire c t  forms o f helping  
in tervention by about 8  years o f age (B arnett [Hofmans] e t  a l . ,  1982;
Bryan, 1970; Severy & Davis, 1971; Staub, 1975). On the basis o f these 
f ind ings , i t  was hypothesized th a t:
3. Under the Independence con d ition , as compared to the 
Control condition , helpers w i l l  use less D irec t Help across 
a l l  ages.
Condition and strategy use and age -  The findings o f  empirical 
research suggest th a t  o lder ch ildren are more l i k e ly  to show s e n s i t iv i ty  to 
possible adverse reactions to rec e ip t  o f  a id under various s itu a tio ns  than 
younger children (Barnett [Hofmans] e t  a l . ,  1982; Eisenberg, 1983). 
Presumably because o f t h e i r  g reater experience and f a m i l ia r i t y  w ith helping  
situations and t h e i r  g reater s e n s i t iv i ty  to social norms of independence
ar,d achievement, o lder children th ink  about using less d ire c t iv e  helping
techniques than younger children under various s itu a tio n s  (Barnett  
[Hofmans] e t  a l . ,  1982). Thus, i t  was hypothesized:
4. Under the Control cond ition , as compared to the 
Independence condition , In d ire c t  Help-subtle  s tra teg ies  
w i l l  be used less frequently  by younger helpers.
Under both conditions, there w i l l  be no d iffe rence  in
the use o f In d ire c t  Help-subtle  s tra teg ies  fo r  o lder  
helpers.
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R e c i p i e n t  b e h a v i o u r s
Age and rec ip ie n t behaviours -  Empirical research has reported no 
differences in  the behaviour of rec ip ients  paired with o lder as opposed to 
younger helpers (Ludeke & Hartup, 1983). However, the three classes of 
helping stra teg ies  were conceptualized to have a d i f fe r e n t ia l  impact on the 
r ecip ients ' involvement with the task m ateria ls . Thus, th is  study explored 
whether rec ip ients  paired with o lder helpers as compared to younger 
helpers, showed greater involvement in the task m ateria ls  ( i . e . ,  attempts 
"to construct puzzles) and greater production during the helping sessions 
( i * e . ,  more successful attempts to construct puzzles).
H e l p e r - r e c i p i e n t  b e h a v i o u r s
Age and condition and h e lp e r-re c ip ie n t behaviours -  In the 
Preceding section of th is  chapter, the helpers' "pacing" of the rec ip ie n ts '  
performance was described as one measure o f  the extent to which helpers can 
give res p o n s ib il i ty  and independence to rec ip ients  fo r  th e ir  own task 
Performance (Wood et a l . ,  1976). There is no ava ilab le  research known to 
th is author which has used th is  measure to explore ch ild ren 's  helping. 
Previous research has found tha t helpers do make adjustments in what they 
consider appropriate helping strateg ies  when a s itu a tio n a l constraint is  
!mposed (Barnett [Hofmans] e t  a l . ,  1982). This study explored whether 
under the Independence condition , as compared to the Control conditon,
L  v
'P a r s  e v i d e n c e d  l e s s  " p a c i n g "  o f  t h e i r  r e c i p i e n t s '  p r o b l e m - s o l v i n g  
P e r fo rm a n c e  ( i . e . ,  w h e t h e r  f e w e r  r e c i p i e n t  a t t e m p t s  o r  s u cc esses  w ere  
l n i t i a t e d  by t h e  h e l p e r s  i n  t h e  d y a d s ) .  A l s o ,  t h e  s t u d y  e x p l o r e d  w h e t h e r
"t* k
e extent o f the helpers' "pacing" o f rec ip ien ts ' performance d if fe re d  
Wlth helper age.
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Age and strategy use and h e lp er-rec ip ien t behaviours -  In the 
Previous section o f th is  chapter, i t  was deemed s i tu a t io n a l ly  appropriate  
fo r  helpers to gauge the extent o f  t h e i r  intervention in accordance with  
the rec ip ien ts ' performance. There is research to suggest tha t  
mid-elementary school-age helpers do make several appropriate adjustments 
in consideration o f the needs o f the rec ip ie n t (Hudson e t a l . ,  1982; Ludeke 
& Hartup, 1983; Senior e t  a l . ,  1981). This study explored whether there 
wore developmental differences in helpers' response to rec ip ien ts ' progress 
by assessing the re la tionship  between the occurrence o f spec ific  rec ip ien t  
behaviours ( i . e . ,  successes and fa ilu re s  a t puzzle construction) and 
helpers' use o f each helping strategy. Furthermore, the study explored 
children 's  f l e x i b i l i t y  in adapting helping stra teg ies  to th e ir  rec ip ien ts ' 
ongoing performance by investigating  d i f fe r e n t ia l  use of each helping 
strategy under the two contexts o f rec ip ien t performance ( i . e . ,  successes 
and fa i lu r e s ) .
Condition and outcome -  Recall th a t helpers were expected to use 
less D irect Help in the Independence condition than in the Control 
condition (see Hypothesis 3 ) .  D irect Help was described as re s tr ic t in g  
r0ciP ient p a r t ic ip a t io n . This study explored whether, in tu rn , dyads 
assigned to the Independence condition as compared to the Control condition  
would take a longer time to complete assigned m aterials in the helping 
Sessions.
Age and outcome -  Recall that with increase in age, helpers were 
e*pected to use less D irect Help, but more In d ire c t  Help-subtle (see 
Hypothesis 1 ) .  In d ire c t  helping techniques were described as demanding 
9r eater rec ip ien t p a r t ic ip a tio n . Recipient p a rt ic ip a tio n  is recognized 
generally to have benefits fo r  rec ip ien ts ' learning. This study explored
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whether rec ip ien ts  paired w ith o lder helpers as compared to younger helpers 
showed greater "learning" o f the task m ateria ls  ( i . e . ,  b e t te r  posttest  
performance).
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METHOD
Subjects and Design
The subjects consisted of 16 female students from each of grades 2 , 5 , 
and 8  and 48 female students from kindergarten. The same number of 
subjects at each grade level were randomly selected from each of four c ity  
elementary schools ( i . e . ,  the schools were counterbalanced across grade 
levels). The neighbourhoods served by the schools were described by the 
school principals as comprised of low to middle income bracket families, 
within each school, the subjects from the three older grade levels were 
randomly assigned to act as helpers for the kindergarten students.
Same-sex p a i r s  were used because th e r e  a r e  few ins tan ces  o f  c ross -sex
L  «  ,
Pln9 in naturalistic  observations of children's spontaneous helping and 
Caching (e .g . ,  Damico & Watson, 1976; Marcus, 1977) and same-sex pairs are 
described as more relaxed when working on peer teaching tasks than are 
°PPosite-sex pairs (e .g . ,  Szynal & Morgan, 1983). The study included only 
females to simplify the design and s ta tis tica l analyses procedures. The 
exPerimenter (ji) was a 24-year-old female university graduate who was
*1* V 'J i  *
ined to administer the procedure.
The study was a 3(helper grade) x 2(condition) design. The dyads for 
ea°h 9rade level combination (e .g . ,  sixteen Grade 2 helpers with Grade K 
recipients) were randomly and evenly assigned to either the Independence 
c°ndition or the Control group condition. Thus, there was a total of eight
Q 1 J
e'r -younger pairs (two pairs from each school) for each condition and for
30
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which helpers came from one grade level ( i . e . ,  the two conditions were 
counterbalanced across schools and helper grade le v e ls ) .  The helper and 
the recip ient in a dyad were always assigned to the same condition. The 
conditions were distinguished by the nature of the instructions given to 
both the helper and the rec ip ien t fo r  performing tasks ( i . e . ,  whether the 
goal fo r independent achievement was or was not imposed on the rec ip ients ' 
performance). The instructions are outlined in the Procedure section 
below. They were adapted from the study by Barnett [Hofmans] e t  a l . (1982) 
and Modeled to resemble descriptions distinguishing helping situations with  
ar|d without independence constraints.
The mean age fo r the Grade 8  helpers was 13 years 1 0  months (M =
166.06 months; SD = 4.90 months), fo r  the Grade 5 helpers was 10 years 11 
Months (M = 131.81 months; SD = 6.18 months), and fo r  the Grade 2 helpers 
was 7 years 8  months (M = 92.06 months, SD = 6.46 months). The mean age 
for the Grade K recipients was 5 years 11 months (ji = 68.96 months; j>D = 
3 -3 l months).
The mean ages fo r  the three groups of 16 grade K recipients paired 
with helpers from each o f grades 2, 5, and 8  were 68.75 months, 69.56 
Months, and 68.56 months, respectively. A 3 (helper grade) x 2 (condition) 
AN0VA revealed no s ig n if ic a n t differences in the ages of the grade K 
Partners across the three helper grade le v e ls , £ ( 2 , 42) = 0 .67 , n . s . , or 
between conditions, F ( l ,  42) = 0 .23 , n.s.
Tor the Grade 8  helpers, the mean age difference between helper and
recipient was 95.13 months fo r  the Independence group and 99.88 months fo r
tbe Control group, with no s ig n if ic a n t difference in th is  respect, £ (14 ) =
1 Si * — • s. For the Grade 5  helpers, the mean age difference between helper
9 nH •
recip ient was 63.13 months fo r  the Independence group and 61.38 months
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for the Control group, with no significant difference, jt(14) = 0.58, n.s. 
for the Grade 2 helpers, the mean age difference between helper and 
recipient was 23.50 months for the Independence group and 23.10 months for 
the Control group, again with no significant difference, _t(14) = 0 . 1 0 , n.s. 
M ateria l*
The materials to be learned by the older subjects and tried by the 
younger subjects in each he!per-recipient dyad were two puzzles that varied 
markedly in their level of d iff icu lty . The Simple puzzle consisted of 
four rectangular cardboard pieces that depicted a w ild life  photograph of a 
brown bear sitting with two bear cubs when completed (see Appendix H). A 
large piece of coloured cardboard was used as a backdrop for construction 
° f  this puzzle. I t  was expected that most kindergarten children could 
complete this puzzle unaided within 15 minutes. Thus, amount of help 
needed was deemed minimal.
The Complex puzzle consisted of 23 pieces made from pressed board and 
Painted to depict a girl dressed in red and white in its completed form 
(see Appendix H). This puzzle was to be constructed on a piece of plywood 
Painted to provide a simple backdrop scene (e .g .,  sky, grass). When this 
Puzzle was pretested in a pilot study (Hofmans, 1975), i t  was found to be 
diff ic u lt  enough that grade 3 and 4 students did not complete i t  in less
4* U
n 15 minutes unaided unless they saw its completed form beforehand, 
fhus, i t  was expected that help was definitely required for kindergarten 
age children as well.
Puzzles were chosen as the helping materials because i t  was decided 
f*"om P^ot data (Hofmans, 1975) and previous research (e .g .,  Senior et a l . ,  
Wood et a l . ,  1976) that manipulative performance materials such as 
Puzzles keep verbal requirements to a minimum but generate sufficient
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verbal and nonverbal interaction by children for the purposes of this 
study. Puzzles are an activ ity  that children do together both in school 
and in free play ( c f . , Senior et a l . ,  1981). Puzzles are often advertised 
for elementary school teachers as a form of developmental-educational 
learning material that promotes cooperative interpersonal interaction among 
children in the classroom. Puzzles are thought to be entertaining to 
children and adults of a ll ages. In fact, when asked to rate these puzzles 
on a scale that ranged from 1 to 5 points in increasing amounts of 
l ik a b il ity  (see Appendix I ) ,  the average rating for the Complex (g ir l )  
Puzzle by Grade 2 , 5  and 8  helpers was 4 . 8 , 4 .4 , and 3.9, respectively.
The average rating for the Simple (bear) puzzle by Grade 2, 5, and 8
helpers was 4.9, 4 .8 , and 4.0, respectively.
F in a lly , puzzles were chosen fo r  the helping m ateria ls because they 
allow fo r sustained ra th er than momentary helping in the sense th a t several 
component acts are needed to successfully complete them. Because the
re c iPient is  faced w ith continuous challenges, the helper has opportunity
to Use several d if fe re n t helping strateg ies  w ith in  her rep erto ire  but also
to  * rl *Tndicate her preferred strategies. A game-like activ ity  or craft is 
USed often in observational study of children's helping and teaching (see 
Appendix j ,  a Review of Literature).
Each dyad was given both puzzles in the helping session. The order of 
Presentation o f the Simple and Complex puzzles was counterbalanced across 
aH other factors ( i . e . ,  helper grade le v e ls , conditions, and schools).
Procedure 
The research was conducted in an unoccupied room in the school 
attended by the subjects. The room contained a table for working on the 
Puzzles and two chairs side by side. Audio-visual equipment was focused
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for observation upon that work area. One o f the second-, f i f t h - ,  or 
eighth- Grade subjects was escorted into the room and told that the E. was 
interested in having her make puzzles that £  created. She was seated in 
front of the completed Simple puzzle and asked to:
***9et to ^now h°w to do th is  puzzle re a l ly  well by messing up the pieces
no putting them back together again. Here is a picture of the puzzle in
ts completed form to l e t  you know when you have made i t  correctly . I  want
w..? eeJ f  you can get to know the puzzle so well that you can do i t ,
n°ut looking at the p ic ture , twice in 5 minutes.
The second-, f i f t h - ,  and eighth-Grade subjects were given a picture of 
The completed puzzle during th is  "learning session" so that those who 
0ncountered d i f f ic u l t ie s  in correct assembly would not be exposed to 
teaching and helping techniques by JE, that they might im itate  to help the 
younger ch ild . Mastery o f the puzzle ( i . e . ,  a b i l i t y  to complete i t  twice 
ln 5 minutes) was ensured so that a l l  helpers acquired requis ite  
Performance s k i l ls  in the re c ip ie n t 's  problem. I f  mistakes were made, 
they were pointed out with the p ic ture . The learning session and tes t of  
Puzzle mastery was then repeated with the Complex puzzle.
The puzzle was removed and the older subject requested to complete a 
mating scale of the l i k a b i l i t y  o f the puzzle (see Appendix I )  to keep her 
°ccupied while E brought the younger ( i . e . ,  Grade K) subject fo r  the pa ir ,  
^ e n  E returned with the younger subject, the children were introduced by
j ,  T  T  .
1n9 th e ir  names, grades, and home room classes. The children were 
seated beside each other and briefed about the nature of the study and the 
audio-visual equipment in the following way:
make ln te r®sted in how younger children of your age (gesture to rec ip ien t)  
heln*Cw ain Puzzles, and how older children of your age (gesture to 
to ha Wlt  ^ th a t .  I thought that the best way to f ind  out would be
came c*11' ^ ren l ik e  yourselves t ry  out the puzzles. There w i l l  be a 
rh-n!Ia 0ver there and a microphone here, ju s t  to keep records of how 
children work on this, puzzle.
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I t  was stressed to the subjects that the study was concerned with the 
nature of group behaviour ( i . e . ,  "children of your age") rather than 
s t r ic t ly  with th e ir  behaviour as ind iv idu a ls . The rec ip ie n t was then 
presented with the backdrop board holding the randomly assorted pieces fo r  
the f i r s t  puzzle. She was assigned to one of two goals fo r  making the 
Puzzle:
( a ) Control group condition -  "As best you can, I would l ik e  you to
put th is  puzzle together. Get to know 
how the puzzle pieces f i t . "
( b )  In d e p e n d e n c e  group c o n d i t i o n  -  "As b e s t  you c a n ,  I  w o u ld  l i k e  you
to put th is  puzzle together by y o u rs e lf . 
Get to know how the puzzle pieces f i t . "
The helper was then assigned res p o n s ib il i ty  fo r  assisting the younger
child to reach her goal, but freedom to use what methods she deemed
aPpropriate. The instructions were: "You've made th is  puzzle before and
you know how i t  is  made c o r r e c t ly . . . "
( a) Control group condition -  " . . .A s  best as you can, help her put the
puzzle together. Help her get to know how 
the puzzle pieces f i t . "
( b )  In d e p e n d e n c e  group  c o n d i t i o n  -  " . . .A s  b e s t  as you c a n ,  h e l p  h e r  t o  p u t
the puzzle together by h e rs e lf . Help 
her get to know how tne puzzle pieces 
f i t . "
All children were then to ld :
seats* turn on *^ie camera anc* leave the room. Please stay in your
Then j *e 1 am away* You can have 15 minutes to work on the puzzle.
own * t  W 1 " ^  c o m e  l 3 a c *<  t o  a s *<  _____  ( re c ip ie n t 's  name) to t ry  i t  on her
PU2 7 i kW1^  e^ t  •Y°u *<now wben you have only 5 minutes l e f t  to work on the
answp • knocking on the door and saying '5 minutes' but don't get up to
bell /l^* ^  y ° u fe e l you are ready before I come back in ,  ju s t  ring th is
• Any questions? Please begin.
IT the helper asked about the appropriateness o f using a certa in  form 
° f  help, she was to ld:
forMh a / 00d Question. But I want you to decide what w i l l  be most helpful 
help - at  ( re c ip ie n t 's  name) is  try ing  to do. Do whatever you think is  most
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The dyad was videotaped fo r  the next 15 minutes or u n til  one of the 
subjects rang the bell placed on the table and within arm's reach of the 
helper. At the end of the observation session, the JE re-entered the room, 
turned o f f  the video equipment and the subjects were separated. The 
recipient was asked to attempt construction o f the puzzle on her own w ithin  
the next 5 minutes. In the meantime, the helper was kept busy at the other 
end of the room by looking through some children 's books ( i . e . ,  a comic 
hook, a children 's  p ic to r ia l  a t la s ) .  At the end of the 5 minutes (or when 
the recip ient indicated that the puzzle was f in is h e d ), the f i r s t  puzzle was 
Placed to the side fo r  scoring and the subjects were reunited a t the tab le .
■ p i ,
e 1 instructions and procedure were repeated fo r  the second puzzle.
At the end of the observations fo r the second helping session, the 
recipient was asked to attempt correct construction of the second puzzle on 
her own within the next 5 minutes. In the meantime, the helper was thanked 
Tor her partic ipation and supervision of the younger child and debriefed 
outside of the room before she returned to her classroom:
havpVh ?°ne a 9reat job* Thanks so much fo r  a l l  your time and e f fo r t .  You 
othPK me l earn a great deal about how children make puzzles and help
comml children. How do you feel about what you did? ( I f  the subject 
verv  ^ about the tasks being d i f f i c u l t ,  she was assured that she did a
9°oo job with the d i f f i c u l t  tasks). You may go back to class now. 
until t  t a ^  about the puzzle with the other children in the school
they have a chance to try  them out.
The recip ient was then thanked for her partic ipation  in the study and 
debriefed in the same way as the helper before returning to her classroom, 
^hen time permitted, subjects were asked ind iv idu a lly  i f  they would be 
Tnterested in repeating th e ir  partic ipation  with d if fe re n t  puzzles in the 
future. This question was asked to acquire some index of whether the
overall experience was a positive one. Of the helpers asked, 95% (25/26)
Said ^ e y  would be interested in partic ipating  in s im ilar future helping
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sessions. Of the recipients asked, 95% (38/40) said they would be 
interested in future helping sessions. Thus, the overall experience was 
l ik e ly  positive fo r  most dyads.
Once the subjects were returned to th e ir  classrooms, the rec ip ien t 's  
attempts to complete the puzzles on her own during the f iv e  minutes 
following the helping sessions were scored by cred iting  one point fo r  each 
cut that was placed in accordance with preset specifications (see Appendix 
H)« Each rec ip ien t was given a to ta l score representing th is  sum fo r  each 
Puzzle. This constituted the rec ip ie n t 's  posttest performance score fo r  
each puzzle.
jcorinq and Ending Analysis
O b s e r v a t i o n  s e s s io n s  were  r e c o r d e d  on a u d i o - v i s u a l  t a p e s  due t o  t h e  
s p a t i a l l y  r e s t r i c t e d  s e t t i n g  and because  o f  t h e  l e n g t h y  and complex  c o d i n g .
Tl%
e videotapes were transcribed by the principal investigator into a
in n in g  behavioural description and simultaneous verbatim recording o f the
 ^I * a
T'dren's conversations to preserve the order in which the helper and 
*~ecip ien t behaviours occurred and to allow sequential record of the dyads 
1 r>teracting. The coding systems fo r  active  helper and rec ip ien t behaviours 
Were aPPlied to the w ritten  tran scrip t recordings of the in teractions. The
coding systems were derived in large part from a p i lo t  study in which
children's helping interactions were videotaped (Hofmans, 1985).
Prior to coding, the transcripts  were reviewed and recordings o f the 
Per and rec ip ient behaviours were segmented into codable message units 
ln consideration of the coding systems deta iled  below. A message un it  
c°ntinued u n til  a new code applied, or the same code applied to a new 
Portion of the puzzle. The message unit could consist of physical 
ehaviours or verbal behaviours or a combination of both of these and thus,
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was not f ix e d . In other words, the message u n it  was segmented and coded 
according to i t s  information content regardless of i t s  mode of d e livery  
( i . e . ,  verbal or nonverbal).
The princ ipa l in v e s tig a to r  segmented a l l  o f the t ra n s c r ip ts .  An 
assis ta n t  segmented 12 o f the 48 tra n s c r ip ts .  Agreement obtained on 
segmenting tran scrip ts  independently was 93% (computed as percent agreement 
using the p rinc ipa l in v e s tig a to r  as the standard). Disagreements in 
segmenting were reviewed and resolved p r io r  to applying the codes to the 
segmented message un its .
The reader should note th a t  fo r  the helper and re c ip ie n t ,  a l l  a c tive  
behaviours were recorded on the tran scrip ts  and subsequently coded.
Passive behaviours such as watching, w a it in g , looking, e tc . were not 
Recorded as such. This is because children in a p i lo t  study and the 
Pr esent study were found to focus almost constant a tte n tio n  to th e i r  
Partner or the puzzle task (except fo r  occasional f le e t in g  visual 
Tnspection of the room or camera equipment). Thus, i t  was found th a t when 
children were not a c t iv e ly  engaged in one o f  the codeable behaviours, then 
^bey could generally  be described as "v is u a lly  a t te n t iv e  to the puzzle  
board or other c h i ld ."  Also, ind iv idual behaviours were generally  
momentary.
H_elper behaviour categories -  Each message u n it  o f  helper behaviours 
was coded in to  one o f  e ig h t mutually exclusive and exhaustive categories .
Se e ight major helper behaviour codes were la b e lle d  D irec t Help, 
ind irect Help-obvious, In d ire c t  H e lp -subtle , P os itive  Feedback, Negative 
Paedback, Maintenance Behaviours, Verbal Rehearsal, and Other. The code 
Direct Help was fu r th e r  subdivided in to  the categories H its  and Misses.
16 code In d ire c t  Help-subtle was fu r th e r  subdivided in to  General and
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Placement-related categories. A descrip tion  and examples fo r  each category 
° ir helper behaviour is  given below. Also, the scoring categories are 
l is te d  in Appendix A in Table 9 .
The category la b e lle d  D irec t  Help consisted o f a c t iv e ly  placing one 
Puzzle piece against another piece. D irec t  Help always involved the 
Physical assembly o f a part o f  the puzzle , although i t  might or might not 
1r)clude verbal behaviours. D irec t helping constitu ted  complete takeover o f  
a portion o f the task m ateria ls  by the helper and re s tr ic te d  re c ip ie n t  
P a rtic ip a tio n  fo r  th a t  portion o f  the task m ateria ls  to ju s t  observation  
( e * 9 . ,  helper places c o rre c t ly  r ig h t  curl against r ig h t  h a ir ;  helper places 
l e f t  arm rotated upside down against dresstop). D ire c t  Help was 
distinguished fu r th e r  as e i th e r  a H it  ( i . e . ,  correct placement o f  one piece  
a9ainst another) or a Miss ( i . e . ,  incorrect placement) by the helper.
In d ire c t  Help-obvious s tra teg ies  were those l i k e l y  to encourage the 
re c iPient to use only her own physical resources to deal w ith a portion o f  
the task. The re c ip ie n t  was given the answer o f  correct placement o f  a 
Piece and needed only to  manipulate a c t iv e ly  the m ateria ls  in accordance 
Wlth the message. The emphasis o f the message was on having the re c ip ie n t  
Place pieces. That i s ,  the re c ip ie n t  was given information about both the  
designation o f  a puzzle piece and the location  fo r  a puzzle piece.
Subsequent  t o  r e c e i v i n g  t h e  m e s s a g e ,  t h e  r e c i p i e n t  r e q u i r e d  v e r y  l i t t l e  o r  
n°  r e f l e c t i o n ,  d e c i s i o n  m a k i n g ,  o r  c o g n i t i v e  d i s c r i m i n a t i o n  t o  p l a c e  a 
P i e c e ,  o r  choose  among o t h e r s  on t h e  b o a r d  f o r  a p a r t i c u l a r  p l a c e m e n t  
( e * 9 * ,  h e l p e r  passes  l o n g  d r e s s  t r i m  and p o i n t s  t o  i t s  l o c a t i o n  a t  b o t t o m  
s k i r t ;  h e l p e r  says " T h i s  i s  a c u r l  f o r  h e r  h a i r ,  i t  goes h e r e  on t h e  
S l de o f  h e r  head [ p o i n t s ] ; "  says  " T h a t ' s  u p s i d e  down [ p o i n t s  t o  p i e c e ] ; "  
y ° u  p u t  t h e  o t h e r  hand o n ; "  h e l p e r  p o s i t i o n s  f o r e h e a d  p i e c e  t o  f a c e  i n  t h e
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right direction ju s t above eyes and ready to be pushed into its  exact 
location saying, “This goes h e re ."). These messages could be instructions, 
statements, questions, physical prompts, or any combination of these. For 
example, a message coded as In d irect Help-obvious might consist of specific  
verbal instructions about how a puzzle piece should be placed, or instead 
consist of the e x p lic it  physical prompts of pointing to the piece and its  
correct location, or instead consist of verbal and nonverbal behaviours fo r  
Making correct placement of the puzzle piece quite obvious.
The Ind irect Help-subtle category pertained to messages that 
encouraged the recip ient to re f le c t , consider, compare, anticipate  
consequences, or other features of choice and decision making, and thus, 
encouraged cognitive action. This helper code was subdivided into the 
categories General or Placement-related. The General subcategory pertained 
to suggestions, questions, or commands that did not re fer to placement of 
Puzzle pieces. Instead these were messages gauging the rec ip ien t's  general 
understanding, wants, capab ilities  and attention (e .g . ,  "OK, do you know i t  
good now?"; "Do you want help?"; "Think you're ready to do i t  by 
Yourself?"). This subcategory included messages giving information about 
each other's roles (e .g . ,  "I'm  gonna mix i t  up. Then you do i t  alone.") or 
a^out the puzzle as a whole (e .g . ,  " I t 's  a bear;" "This one's a hard 
0ne-" ) .  The Placement-related subcategory referred to messages in which 
the helper did not give the recip ient the answer about correctly jo ining  
Puzzle pieces, but gave questions, h in ts , or clues that le f t  room to 
generate hypotheses about where to place a particu lar piece or which piece 
mi9ht f i t  a specific location (e .g .,  "Where are the bear's feet?"; "Do you 
know what th is  [helper points to mouth piece] is supposed to be? ). This 
subcategory included verbal prompts fo r in it ia t in g  the recip ien t's  trying
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out of the puzzle pieces (e .g . ,  "OK, start now;" "Guess what piece goes
f ir s t " ) ,  and nonverbal prompts seemingly for this purpose (e .g . ,  helper
Positions sk irt  piece of g ir l puzzle in lower middle area of the board
facing right side up). This subcategory included, also, requests by the
helper that the recipient evaluate a placement (e .g .,  "Does that look right 
to you?").
The coders discretion was required to decide whether an Indirect Help 
strategy should be coded as "subtle" or "obvious" information about correct 
Placement of a puzzle piece. This decision included general consideration 
° f  the puzzle pieces at the time, previous help given for the particular 
construction, and the information content of the message i ts e l f .
The Positive Feedback category included confirming statements or 
behaviours, approval of the recipient's behaviour, agreements to questions, 
and any other encouraging, praising, affirming or reassuring messages 
(e*9., "Right, like that;" "That's better;" "You're great at puzzles;" "You 
did i t ! " ) .  Positive behaviours were defined as positive on a priori 
grounds. There was no demonstration that positive behaviours were 
reinforcers in the probability change sense. I f  "O.K." was used but 
didn't follow a correct response by recipient, i t  was probably not a 
Positive verbalization, but a means for the helper to collect her thoughts.
The Negative Feedback category included negative verbalizations and 
discontinuing behaviours, and undoing the recipient's recent joining of 
Pleces (e .g .,  helper shakes head; "You've got that wrong;" moves leg away 
from trim just after the recipient placed i t  there upside down; "That 
doesn't f i t  there."). Positive and Negative Feedback categories coded only
t1 h
e Portion of messages that confirmed or discontinued the he!pee's 
resP°nse. i f  there was more information added, i t  was coded according to
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i ts  content ( e .g . ,  "That doesn't go t h e r e . . . / . . .T h a t1s her h a i r . " )  and the 
c r i te r ia  fo r  the other behaviour codes.
Maintenance Behaviours were messages about how to make the puzzle 
Piece placement or i t s  completed form, neater or t ig h te r  but were regarded 
as extra information not important to a c tu a lly  complete the task. They 
included instances when the helper touched, moved, spread out, or mixed up
the pieces or a part o f  the puzzle, but there was no reason to th ink of the
helper as prompting about how to make the puzzle with tha t move. In 
E d i t io n ,  th is  category included messages dealing with the general location  
° f  the puzzle on the board ( e .g . ,  "Let's  move i t  down here so she's 
standing on the g ra s s ." ) .  This category included movements or messages 
ab°u t movements dealing with switching o f the p a ir  o f eyes, legs, or shoes 
from one side to the other on the g i r l  puzzle (see Appendix H). I f  the
L  i
•Per swept several pieces to the side w ith one gesture, i t  was coded as
one instance of Maintenance Behaviour. I f  a helper mixed up the puzzle
Pieces, th is  was coded as one instance o f Maintenance Behaviour.
The Verbal Rehearsal category was used fo r  messages given a f te r  a
Puzzle was in completed form, about how the re c ip ie n t could remember to do
e Puzzle h e rs e lf  through review or reminders o f how the puzzle looked
when completed ( e .g . ,  "Remember, a l l  the l i t t l e  fe e t  match the two l i t t l e  
bears .").
The category Other was used fo r  messages tha t could not be coded in to  
ar*y of the helper categories outlined above. I t  pertained p r im arily  to 
Messages about the camera equipment, the tim e, the b e l l ,  and inq u ir ies  or  
statements about fa m ily , f r ie n d s , or personal experiences not re la ted  to  
the Puzzle tasks.
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.Recipient behaviour categories -  Each u n it  o f  re c ip ie n t  behaviour was 
coded into one o f  e igh t mutually exclusive and exhaustive categories.
These e ight major re c ip ie n t  behaviour codes were la b e lle d  Placements, Bids 
Tor Help, Describ ing /Expla in ing , Protests , Positive  Feedback, Negative 
Feedback, Maintenance Behaviours, and Other. The code Placements was 
fu rth er  subdivided in to  the categories H its  and Misses. A description  and 
Samples fo r  each category o f re c ip ie n t  behaviour is  given below. Also the 
scoring categories are l is te d  in Appendix A in Table 9.
The category Placements involved the re c ip ie n t 's  a c tiv e  manipulation  
° f  the puzzle pieces by phys ica lly  placing one against the other and might 
or Might not include verbal descrip tion  or explanation of the placement. 
This category was fu r th e r  distinguished and coded as a H it  or a Miss. H its  
referred to correct placement o f one piece in re la t io n  to the other pieces 
(see Appendix H ), whereas Misses re fe rred  to inco rrec t placements. 
Placements were fu r th e r  id e n t i f ie d  as in i t ia te d  by e i th e r  the helper or 
rec ip ien t to determine who was leading in pacing the helping process. For 
Placements in i t ia te d  by the he lper, the helper selected or presented the 
Puzzle pieces fo r  the placement or indicated tha t they should be used or  
found. F0r placements in i t ia t e d  by the r e c ip ie n t ,  the rec ip ie n t  h e rs e lf  
Selected the m ateria ls  fo r  a placement or t r ie d  to f in d  the f i t  fo r  a 
P ^ t ic u la r  location but the helper might have intervened i f  the re c ip ie n t  
st°pped w ith i t  or encountered d i f f i c u l t y .
Bids fo r  Help category included questions about the placement of 
Puzzle pieces and verbal and nonverbal bids fo r  information or services  
9enerally  ( e .g . ,  "Did I get i t  r ig h t? " ;  "Where does th is  go?"; Holds up 
neck piece fo r  helper to see and respond to ; " I  don 't know what to d o ." ) .
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The category la b e lle d  Describ ing/Explain ing included instances when 
the re c ip ie n t  gave in s tru c tio n s , descrip tions , or explanations fo r  placing  
Puzzle pieces or gave information about the task genera lly  ( e .g . ,  "That 
9oes over th ere ;"  "This is  what she wears on her neck.") w ithout a c tu a l ly  
Joining pieces. I t  could include phys ica lly  moving pieces perta in ing to  
the explanation and descrip tion .
The category la b e lle d  Protests included verbal or nonverbal bids by
the rec ip ie n t to not have help or fu r th e r  in te rven tio n  ( e . g . ,  Moving puzzle
Piece out o f the helpers reach when the helper moves to take i t  from the
re c iPient; " I  th ink  I  don 't need anymore help now;" "D on 't, I'm supposed to 
do i t . " ) .
Positive  Feedback included any confirming, a f f irm in g , or reassuring  
remarks or behaviours to the helper ( e .g . ,  "R ig h t!" ;  "Ok"; nodding head in 
a9reement). Negative Feedback included any disconfirming or negative  
resP°nses ( e . g . ,  "No;" shake o f head, "That doesn't f i t " ) .  F in a l ly ,  the 
category Maintenance Behaviours included instances when the re c ip ie n t  
PTcked up, moved, or touched pieces w ithout jo in in g  them. I t  included 
spacing the loose pieces apart or t ighten ing  already assembled pieces. I t  
dls° de luded switching the p a ir  o f  eyes, shoes, or legs on the g i r l  puzzle 
(see Appendix H). These la s t  three re c ip ie n t  categories , as well as the 
Category Other, met the same c r i t e r i a  as the corresponding helper
Categories.
R e l ia b i l i t y  o f scoring categories -  Interjudge r e l i a b i l i t y  fo r  scoring 
categories was ca lcu la ted . Transcripts fo r  24 dyads of 48 dyads were 
E le c te d  randomly and coded independently by the princ ip a l in v e s tig a to r  and 
° ne o ther person. Bath coders were b lind  to the experimental conditions  
which the dyads were assigned. The separate scoring records were then
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compared and disagreements th a t occurred were reviewed and resolved. The 
r e l i a b i l i t y  o f the helper and rec ip ien t category codes was reported as 
Percent agreement using one scorer, the principal in v e s tig a to r , as the 
standard. Interjudge r e l i a b i l i t y  fo r  each category was determined by 
dividing the number o f instances coders agreed on the use o f a p a r t ic u la r  
c°de category fo r  spec ific  message units by the sum of agreements plus 
disagreements fo r  assignment of tha t category.
The coding categories fo r  helper and rec ip ien t behaviours are reported 
ln Appendix A in Table 9. This tab le  gives the to ta l number of scored 
events extracted from the transcrip ts  fo r  each code, the number of scored 
events and the percentage o f  observer agreement fo r  each code. O ve ra ll ,  
re l l a b i l i t y  estimates were very high (ranging from 96% to 100%). In 
E d i t io n ,  agreement was calculated fo r  id e n tify in g  the re c ip ie n t 's  H its and 
hisses fo r  placement o f the puzzle pieces as e ith e r  in i t ia te d  by the helper  
or by the rec ip ien t ( i . e . ,  98% and 97%, respectively  fo r  the rec ip ien t Hits  
and Misses in i t ia te d  by helpers).
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RESULTS
One major aim of the study was to  investigate  developmental changes in 
children 's  tendencies to  promote re c ip ie n ts ' use of th e ir  own resources to  
solve problem m ateria ls . A second major aim was to explore developmental 
change in the way children adapt th e i r  helping interventions to charac­
te r is t ic s  of the helping task ( i . e . ,  adult-imposed s itu a tio n a l constraints;  
cecipients' progress). Towards these ends, response categories fo r helper 
end rec ip ient behaviours were applied to  data generated during helper-  
recipient in teractions  fo r the f i r s t  completions of the two puzzle
m aterials.
The analyses on observational variab les fo r helper and rec ip ien t
behaviours, and for which the un it of analysis was the behavioural
frequency for ind iv idual children w ith in the dyads, are reported f i r s t .
^he findings fo r analyses on helper behaviours are followed by findings fo r
analyses on rec ip ien t behaviours. Also, fo r any set of analyses the
findings for the Complex puzzle (where help was d e f in i te ly  required) are
rePorted f i r s t ,  followed by a comparison of the pattern of findings on the
Simple puzzle ( fo r  which the required in tervention was deemed to be 
minim al).
Subsequently, the re la tionships between helper and rec ip ien t  
Saviours are addressed. Analyses for measures for which the unit of 
na1ysis was a spec ific  h e lp e r-re c ip ie n t behaviour sequence are reported.
Use these data were calculated as ra tios  ( i . e . ,  the number of times the 
S aviour of one member of a dyad occurred in re la t io n  to the number of
46
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times a behaviour of the other member of a dyad occurred), the data on both 
Puzzles could be combined for analysis and presentation. F in a l ly ,  analyses 
°n dependent measures which were re la ted  to overall performance of the dyad 
2 nd outcome of the in te rac tion  are presented. The relationships of these 
measures to observational variables fo r helper and rec ip ien t behaviours are
outlined.
ijojper Behavi nnr<;
Age and strategy use -  I t  was hypothesized that with increase in age, 
helpers would use fewer D irect Help stra teg ies  but a greater number of 
Indirect Help-subtle s tra teg ies . Also, i t  was proposed th a t the study 
exPl°re whether older helpers as compared to younger helpers would use a 
specific helping strategy more frequently  to in i t i a t e  th e ir  helping
sessions.
To investigate  these hypotheses, frequencies of helper behaviour
categories for each dyad were calculated . The frequency data for the eight
major helper behaviours fo r each puzzle were submitted to a 3  x 2
mu lt iv a r ia te  analyses of variance (MANOVA). The f i r s t  factor was helper
9rade (Grades 2 , 5 , and 8 ) .  The second facto r was the experimental
c°ndition (Control and Independence). The s t a t is t ic  selected for the
overall te s t  of s ignificance fo r MANOVAs in th is  study was the P i l l a i ' s
Trace C riter ion  (Tim, 1975). Once overall s ignificance of a factor was
’tetermined with MANOVA, subsequent un ivaria te  analyses of variance (ANOVAs)
as a function of that factor were carried out on each helper code across
levels combined of the other fa c to r .  S im ila r ly ,  one-way ANOVAs were
Capried out on subcategories w ithin codes. When one-way ANOVAs indicated a
Sl9r>ificant main e f fe c t  for helper grade, m ultip le  comparisons among means 
f  0 r helper grade levels fo r  any code or subcategory of a code, were carried
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°ut with the Duncan Multi pi e-Range Test (Edwards, 1960). Post-ANOVA
comparisons made with the Duncan Multiple-Range were tested with Alpha = 
.05.
Further investiga tion  of developmental changes in ch ild re n 's  use of 
the three types of helper s tra teg ies  was made by applying Chi Square 
analyses to the number of helpers a t each grade level using a p a r t ic u la r  
helping strategy to i n i t i a t e  th e i r  helping on a given set of puzzle 
M ateria ls , i . e . ,  2(Presence or Absence of observational v a r ia b le )  x 
^(Grades 2, 5, and 8 ) .  S im ila r ly ,  Chi Square analyses were applied to  the 
number of helpers at each grade level who resorted to the use of a 
Particu lar helping strategy throughout th e i r  in tervention on a given set of 
Puzzle m ate ria ls . Where s ig n if ic a n t  e f fe c ts  fo r  helper grade were a tta ined  
with Chi Square analyses, F isher's  Exact Test was used for comparisons 
between two grades at a tim e.
The two-way MANOVA for the seven major helper behaviour codes fo r  the
Complex puzzle revealed a s ig n if ic a n t  overa ll e f fe c t  of helper grade le v e l ,
aPProximate £ (1 4 ,  74) = 2 .58 , £ < . 0 1 . There was no s ig n if ic a n t  overall
e f fect of a condition , approximate £ ( 7 ,  36) = 0 .62 , n .s . , and no 
Slgn ifican t overall in te ra c tio n  of helper grade x cond ition , approximate 
■£.(14, 7 4 ) _ Q^gg  ^ n .s . *  The MANOVA was carr ied  out on seven rather than 
e i9ht major helper behaviour categories because Verbal Rehearsal was not 
used during th is  puzzle 's  f i r s t  completion.
The mean frequencies of helper behaviours fo r each helper grade on the 
Complex puzzle are given in the upper h a lf  of Table 1. The one-way ANOVAs 
° n individual helper behaviour codes revealed several grade e f fe c ts .
there were no s ig n if ic a n t  e f fe c ts  of condition for any 3(helper  
de) x 2 (condition) ANOVAs fo r  ind iv idual helper behaviour codes.
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Table 1
Means and Main Effects of Helper Grade for Coded Helper Behaviours on 
lompiex and Simple Puzzle Materials
Type o f  h e l p e r  b e h a v i o u r
D i r e c t  h e l p :
H i t s  
Misses  
I n d i r e c t  h e l p - o b v i o u s  
I n d i r e c t  h e l p - s u b t l e  
Genera l  
. P l a c e m e n t - r e l a t e d  
P o s i t i v e  fe e d b a c k  
N e g a t ive  fe e d b a c k  
Maintenance  b e h a v io u r s  
verba l  r e h e a r s a l  
Other
T ota l  h e l p e r  b e h a v io u r s
2 5 8 £
Complex puzzle
1 8 . 2 5 a 1 2 . 7  5b 9 . 2 5 b * *
1 6 . 6 3 a 1 1 . 6 9 b 7 . 8 1 b * *
1 . 6 3 1 . 0 6 1 . 4 4
3 . 0 0 a 5 . 8 1 a 8 . 6 9 b * *
5 . 8 8 a 1 8 . 2 5 b 3 2 . 6 3 c * *
.88 2 . 3 1 2.88
5 . 0 0 a 1 5 . 8 8 b 2 9 . 7 5 c * *
4 . 2 5 a 7 . 6 8 a 1 6 . 13b * *
2 . 9 4 4 . 1 9 8 . 1 3
9 . 3 1 a 9 . 3 1 a 1 4 . 5 6 b *
.00 .00 .00
. 6 9 1 . 5 0 2 .0 6
4 5 . 1 3 a 6 0 . 0 6 a 9 0 . 2 5 b * *
Simple puzzle
D l r e c t  h e l p :  1 .8 1  1 . 1 9  1 . 0 0
H i t s  1 . 8 1  1.12  . 9 0
. . M isses .00 . 6 3  . 6 3
i n d i r e c t  h e l p - o b v i o u s  . 5 6  . 4 4  . 5 0
I n d i r e c t  h e l p - s u b t l e  1 . 2 5 a 2 . 2 5 a 4 . 2 5 b * *
Genera l  . 3 8  . 8 1  1 .1 9
D . P l a c e m e n t - r e l a t e d  . 88a 1 . 4 4 a 3 . 0 6 b * *
o s i t i v e  f e e d b a c k  , 4 4 a , 6 9 a 2 . 3 1 b * *
N e g a t ive  fe e d b a c k  .88 . 3 1  .44
Q in tenanc e  b e h a v io u r s  2 . 1 3  2 . 5 0  2 . 6 9
verba l  r e h e a r s a l  . 0 0  . 0 0  . 1 3
o th e r  . 1 9  .19 ,44
T o ta l  h e l p e r  b e h a v io u r s  7 . 5 6 a 7 . 1 9 a 1 1 . 8 1 b *
*  S i g n i f i c a n t  main e f f e c t  f o r  h e l p e r  grade  a t  . 0 5  l e v e l
* *  S i g n i f i c a n t  main e f f e c t  f o r  h e l p e r  grade  a t  .01 l e v e l
, b »c Means f o r  a g iv e n  b e h a v i o u r  t h a t  have t h e  same l e t t e r s  do n o t  d i f f e r
s i g n i f i c a n t l y
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
50
Compared to older helpers, younger helpers u t i l iz e d  more Direct Help, £ (2 ,  
45) = 6 .99 , £ < .0 1 , with differences occurring between Grade 2 with Grades 5 
and 8 (£ 's < .0 5 ) .  At each grade le v e l ,  D irect Help consisted prim arily  of 
the helper successfully completing portions of the puzzle. Thus, age 
changes in frequency of Hits duplicated th a t of the la rg er more inclusive  
Direct Help category, £ (2 ,  45) = 7 .94 , £ < .0 1 , with Grade 2 helpers making 
more Hits than e ith e r  Grade 5 or Grade 8 helpers ( £ ' s< .05 ). The frequency 
° f  mistakes (Misses) did not d i f f e r  across grade levels ind icating that  
once the puzzle was learned and practiced i t  was of equal d i f f ic u l t y  to 
helpers of the grade three le v e ls . I t  was observed that on occasion, 
helpers seemed to make errors in the puzzle construction as a step to 
encourage the rec ip ien ts ' own "try ing  out" behaviour and lessen possible 
intim idation about making mistakes. However, because in tentional errors  
could not be distinguished c le a r ly  from unintentional ones, further  
analyses of th is  subcategory of D irect Help was not pursued.
In contrast to the younger helpers, older helpers used a higher
frequency of Ind irec t Help-obvious s tra teg ie s , £ (2 ,  45) = 8 .02, £< .01 , with 
differences occurring between Grade 8 with Grades 2 and 5 ( £ ' s<-05). Also, 
older helpers used Ind irec t Help-subtle strateg ies more often than younger 
helpers, £ (2 ,  45) = 12.72, £< .01 . At each helper grade le v e l ,  Ind irec t  
Nelp-subtle consisted predominantly of hints and cues related to placement 
° f  Puzzle pieces. Thus, the pattern of findings fo r the subcategory, 
placement-related Ind irec t Help-subtle s tra teg ie s , duplicated that of the 
larger more inclusive category, £ ( 2 ,  45) = 12.96, £< .0 1 , with differences  
occurring between Grade 2 with Grades 5 and 8 ( £ ' s< .05 ), as well as between 
Grades 5 and 8 helpers (£ < .0 5 ).  There was not a s ig n if ic a n t  main e ffe c t  of 
helper grade fo r the General subcategory of Ind irec t Help-subtle
stra teg ies , £ (2 ,  45) = 2 .91 , n .s .
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Older helpers expressed more Positive Feedback than younger helpers, 
£.(2, 45) = 9 .58 , £< .0 1 , with differences occurring between Grade 8 with 
Grades 2 and 5 (£ 's < .0 5 ) .  There was not a s ig n if ic a n t  main e f fe c t  of 
helper grade for Negative Feedback, £ ( 2 ,  45) = 3 .19, n .s . A main e ffe c t  of 
helper grade was found on Maintenance Behaviours, £ (2 ,  45) = 3 .60 , £< .05 ,  
as well as on Total helper behaviours, £ (2 ,  45) = 10.17, £< .01 , with 
differences occurring between Grade 8 with Grades 2 and 5 in each case 
(£< .05). Even when Maintenance Behaviours were subtracted from the to ta l  
of the behaviours for each helper, there was a main e ffe c t  for helper grade 
on that product, £ (2 ,  45) = 9 .78 , £ < .0 1 , with differences occurring s t i l l  
between Grade 8 with Grades 2 and 5 (£ < .0 5 ).  The category Other did not 
show a main e f fe c t  of helper grade, F(2, 45) = 1 .87, n .s .
O vera ll, the developmental pattern in helper behaviours indicated that  
older helpers engaged in much more extensive in teraction  with recip ients on 
the Complex puzzle than younger helpers. Yet, they were less d irec tive  and 
less in trus ive  in th e ir  involvement than younger helpers. With advanced 
a9e > there was a decrease in the use of D irect Help strateg ies and a simul­
taneous increase in the use of both forms of Ind irect Help.
The t w o -w a y  MANOVA f o r  t h e  e i g h t  m a jo r  h e l p e r  b e h a v i o u r  codes f o r  t h e  
Simple p u z z l e  r e v e a l e d  a s i g n i f i c a n t  o v e r a l l  e f f e c t  o f  h e l p e r  grade  l e v e l ,  
aP P ro x im a te  £  (16, 72) = 1 .96, £< .05 . T h e re  was no s i g n i f i c a n t  o v e r a l l  
ef f e c t  o f  c o n d i t i o n ,  a p p r o x i m a t e  £ (8 ,  35) = 0 .56 , n . s . , and no s i g n i f i c a n t  
° v e r a l l  i n t e r a c t i o n  o f  h e l p e r  g rad e  x c o n d i t i o n ,  a p p r o x i m a t e  £ (1 6 , 72) = 
*•29, n . s . *
*Also, there were no s ig n if ic a n t e ffec ts  of condition fo r any 3(helper 
9rade) x 2(condition) ANOVAs for individual helper behaviour codes.
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The mean frequencies of helper behaviours fo r each helper grade on the 
Simple puzzle are given in the lower h a lf  of Table 1. The one-way ANOVAs 
°n individual helper behaviour codes revealed several grade e f fe c ts .  In 
Qeneral, the pattern of findings on the Simple puzzle resembled tha t for  
The Complex puzzle, although there were fewer instances of s t a t is t ic a l ly  
s ign ificant age-related trends. Older helpers used more Ind irec t Help- 
subtle strateg ies than younger helpers, £ (2 ,  45) = 7 .67, £< .01 . Again, at 
each grade level these strategies were predominantly Placement-related  
hints and cues, producing a main e ffe c t  for grade for tha t subcategory,
JL(2, 45) = 5 .93 , £< .01 . Differences occurred between Grade 8 with Grades 2 
and 5  for Ind irec t Help-subtle category and the Placement-related sub­
category ( £ ' s< .05). Again, there was no main e f fe c t  of helper grade for  
The General subcategory of Ind irect Help-subtle s tra teg ies , £ (2 ,  45) =
2*76, n .s .  Older helpers expressed more Positive Feedback than younger 
helpers on the Simple puzzle as they had on the Complex puzzle, £ (2 ,  45) = 
7.55, £< .0 1 , with the differences occurring again between Grade 8 with 
Grades 2 and 5 (£ *s< .05).
The trend for decreased use of Direct Help with advanced age, and the 
Trend for increased use of Maintenance Behaviours with advanced age did not 
meet s ta t is t ic a l  significance on the Simple puzzle, £ (2 ,  45) = 1 .79 , n . s . , 
and £ (2 ,  4 5 ) = 0.38, n . s . , respective ly , for each major helper category. 
Again, there were no main e ffec ts  of helper grade on Negative Feedback,
£ (2 , 45) = 1 .53, n .s . , Verbal Rehearsal, £ (2 ,  45) = 1 .90, n . s . , or the 
GTher category, £ (2 ,  45) = 1 .70, n .s . One exception on the Simple puzzle 
T° the pattern of findings for helper behaviours on the Complex puzzle was 
That helpers did not show an increase in th e ir  use of Ind irec t Help-obvious 
sTrategies with advancing age, £ (2 ,  45) = 0 .10 , n .s . There was a main
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effec t of helper grade on Total helper behaviours, £ (2 ,  45) = 3 .82, £< .0 5 ,  
with the difference occurring between Grade 8 with Grades 2 and 5 
(£ 's < .0 5 ) .
The findings on the Simple puzzle indicated that older helpers engaged 
in more extensive ta sk -re la ted  in teraction  with recip ients than younger 
helpers. Although the younger helpers did not engage in greater instances 
° f  in trus ive  intervention than older helpers on the Simple puzzle, the 
older helpers did provide more supportive help and positive encouragement 
than younger helpers, and more task -re la te d  behaviour o v e ra ll .
The number of helpers using a p a r t ic u la r  strategy at least once during 
helping sessions are depicted in Appendix B in Table 10. These categorical 
data provide fu rther d e ta ils  of developmental change in use of the three  
types of helping s tra teg ies . With the Complex puzzle, the large m ajority  
° f  children at each helper grade used a l l  of the helper s tra teg ies . All 
helpers, with the exception of one Grade 8 helper, resorted to Direct  
holp. Notably, th a t exception was the only helper in the study to re fra in  
absolutely from using Direct Help on e ith e r  set of puzzle m ateria ls . There 
were only two Grade 2 helpers who did not use Ind irec t Help-subtle on the 
Complex puzzle. And one of those helpers did not use Ind irec t Help-subtle 
strategies on e ith e r  puzzle. In contrast, there was a s ig n if ic a n t  increase 
with age in the number of helpers who used Ind irec t Help-obvious strategies  
at least one time on the Complex puzzle, x2(2, _N = 48) = 8 .4 ,  £< .05 . The 
difference between the 11 helpers from Grade 2 and 16 helpers from Grade 8 
who used an e x p l ic i t  instruction was s t a t is t ic a l ly  re l ia b le  (£ < .0 5 ).  All of 
the helpers at a l l  grade levels  used at least one strategy on the Complex
P u z z l e .
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With the Simple puzzle, there was a decrease with age in the number of 
helpers using a Direct Help s tra tegy, X2(2 ,  _N = 48) = 14.93, £< .05 .
Although a l l  of the Grade 2 helpers used Direct Help, at leas t h a lf  of the 
helpers at e ith e r  of the two higher grade levels  refrained from Direct Help 
(£.'s<.0 1 ) .  Thus, even though the trend of decreasing response rate for  
Direct Help with increasing age did not reach s ta t is t ic a l  significance on 
the Simple puzzle (see Table 1 ) ,  there were fewer numbers of helpers with 
advancing age who engaged in D irect Help. There were no s ig n if ic a n t  age 
differences in the number of helpers who used e ith e r  form of Ind irect Help 
strategies at least one time on the Simple puzzle. There were only two 
Grade 5 helpers and one Grade 8 helper, but no Grade 2 helpers who 
refrained from use of a l l  three strategies on the Simple puzzle.
I t  was proposed that the study explore whether older helpers, as com­
pared to younger helpers use a spec ific  helping strategy more frequently to  
in i t ia te  helping sessions. In Appendix C, Table 11 depicts the data for  
this measure of developmental change in response strength for use of 
helping s tra teg ies . In the main, these data compliment the findings of 
age-related changes in strategy use previously noted. That is ,  there were 
VerY few helpers using Ind irect Help-obvious as the i n i t i a l  intervention  
strategy fo r e ith e r  puzzle at any grade le v e l .  In contrast, there was a 
stati s t ic a l ly  s ig n if ic a n t increase with advanced age in the number of 
helpers using Ind irect Help-subtle as the i n i t i a l  strategy on the Complex 
PUzz le ,  X2(2 , 21 = 48) = 8 .4 ,  £ < .0 1 , as well as on the Simple puzzle, X2(2 ,  
i l  = 48) = 11.44, £< .05 . On the Complex puzzle, the difference occurred 
between Grade 8 with Grades 2 and 5 (£ 's < .0 5 ) ,  whereas with the Simple 
Puzzle i t  occurred between Grades 2 and 8 (£< .0 1 ).  Simultaneously, there  
Was a s ig n if ic a n t decrease in the number of helpers in i t ia t in g  intervention
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with Direct Help on the Complex puzzle, X2(2 , _N = 48) = 11.15, £< .05 , as 
well as the Simple puzzle, X2 (2 , _N = 48) = 15.80, £< .05 . At least one-half 
° f  the helpers in each of Grades 2 and 5 used Direct Help as the f i r s t  help 
strategy on the Complex puzzle, but only one Grade 8 helper did so 
(£.'s<.01). On the Simple puzzle, one-half of Grade 2 helpers but few Grade 
 ^ or 8 helpers used Direct Help i n i t i a l l y  ( £ ' s<.05).
The hypothesis that with increase in age helpers w il l  use less Direct 
Help strategies was supported with the frequency and categorical data on 
the Complex puzzle m ateria ls , and the categorical data on the Simple 
Puzzle. The hypothesis that with increase in age helpers w il l  use more 
Indirect Help-subtle strategies was supported with frequency data and 
categorical data on both types of puzzle m ateria ls . With increase in age, 
helpers were more l ik e ly  to use Ind irect Help-subtle strategies to in i t i a t e  
the ir  interventions but less l ik e ly  to in i t i a t e  with Direct Help strategies  
regardless of the puzzle m aterials. There were no age-associated changes 
ln nonintervention on e ith er  puzzle.
Age and comparison of strategies -  I t  was hypothesized that with 
lncrease in age, helpers would use more Ind irect Help-subtle strategies  
Than Direct Help. Also, the study proposed to explore whether helpers 
would show any preference for Ind irect Help-subtle strategies over Ind irect  
Help-obvious stra teg ies .
The question of helpers' preference for one strategy over another was 
Addressed by conducting a 3 x 2 x 3 ANOVA with repeated measures on the 
la st factor on the frequencies with which each helper strategy was used for 
completion of each puzzle. The f i r s t  factor was helper grade (Grade 2, 5, 
and 8 ) .  The second factor was the experimental condition (Control and 
Independence condition). The th ird  factor was the strategy type (Direct
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Help, Ind irec t Help-obvious, Ind irec t Help-subtle). The th ird  factor was 
the repeated measure. The factor of experimental condition was included in 
th is analysis because additional hypotheses ( i . e . ,  Hypothesis 3 and 
Hypothesis 4) addressed differences in frequency of strategy use as a 
function of condition. Once a s ig n if ic a n t overall main e f fe c t  was 
determined with ANOVA, m ultip le comparisons among the means for levels of 
the factor were carried out with the Duncan Multiple-Range Test. When a 
sign ificant interaction was determined, simple e ffec ts  were calculated and 
tested for s ignificance. Again, m ultip le comparisons among means 
^presenting levels of a s ig n if ic a n t simple e f fe c t  were carried out with 
the Duncan Multiple-Range Test. Post-ANOVA comparisons made with the 
Duncan Multiple-Range Test were tested with Alpha = .05 unless specified  
otherwi se.
The results of ANOVA of frequency of helper strategy use for helper 
9rade, condition, and strategy type on the Complex puzzle are summarized in 
Appendix D in Table 12. This analysis revealed a main e ffe c t  of helper 
9rade, £ (2 ,  42) = 10.74, £<.001, and a main e ffe c t  of strategy type,
JL(2, 84) = 18.57, £<.0001. Also, there was a s ign ifican t helper grade x 
strategy type in te rac tio n , £ (4 ,  84) = 11.59, £<.001. I t  was th is  in te r ­
action e ffe c t  which was of primary importance for addressing the hypothesis 
that with increase in age, helpers would use more Ind irect Help-subtle 
strategies than Direct Help s tra teg ies .
The results of the three-way ANOVA on the Simple puzzle are summarized 
ln Appendix D in Table 13. This analysis revealed a main e ffe c t  for 
strategy type, £ (2 ,  84) = 29.12, £<.0001, as well as a s ign ifican t in te r -  
action of helper grade x strategy type, £ (4 ,  84) = 9 .13, £<.0001. Unlike 
the results for the Complex puzzle, there was no main e f fe c t  for helper
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grade, _F(2, 42) = 2 .34, n .s . Again, i t  was the s ign ifican t interaction  
effect that was of primary importance for addressing the hypothesis in 
question.
To investigate the main e ffe c t  of helper grade on the Complex puzzle, 
the mean frequencies for use of a l l  strategies for each helper grade were 
calculated and compared. Grade 8 helpers showed a higher frequency of 
overall strategy use (M = 50.56) than Grade 2 or 5 helpers (j j ' s <.05).
Grade 5 helpers showed greater overall strategy use (ji = 36.81) than Grade 
2 helpers (M = 27.13) (£< .05).
To investigate the main e ffec t of strategy type on each puzzle, the 
rooan frequencies for use of each strategy across a l l  helper grades were 
calculated and compared. For the Complex puzzle, Ind irect Help-subtle 
strategies were used with higher frequency (ji = 18.92) than Direct Help and 
Indirect Help-obvious strategies ( j) 's< .05 ). Direct Help strategies were 
Used more frequently (_M = 13.45) than Ind irect Help-obvious strategies  
(JM = 5.83) (£< .05). S im ila r ly , for the Simple puzzle Ind irect Help-subtle 
strategies were used more frequently (M = 2.58) than Direct Help or 
Indirect Help-obvious strategies (j d ' s  < .05 ). Direct Help was used more 
often (M = 1.33) than Ind irect Help-obvious strategies (M = .56) (£< .05 ).
To investigate the interaction of helper grade x strategy type, simple 
effects analyses of strategy type at each level of helper grade were 
carried out. When a s ign ifican t simple e ffe c t  was determined, the 
differences between mean frequencies for two types of strategies at a time 
Wlthin each grade level were analyzed with the m ultiple comparison proce­
dure. The significance levels for differences in mean frequencies between 
tv*o helper strategies were calculated. The results of these analyses are 
summarized in Table 2 and graphically depicted in Figure 1.
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Table 2
.Differences in Frequency of Helper Strategy Use Within Three Helper Grade 
Levels on Complex and Simple Puzzle Materials
Simple effects analyses Significance levels for
for comparison among comparisons between two
three helper helper strategies
strategies_____________  ________________________
Helper  grade £ P. I n d i r e c t  h e l p -  
obvious
I n d i  r e c t  
h e l p - s u b t l e
Complex p u z z l e
Grade 2
D i r e c t  h e lp  
I n d i r e c t  h e l p - o b v io u s
9.42 .01
.001 .01
Grade 5
Di r e c t  h e lp
In d i  r e c t  h e l p - o b v i  ous
5.57 .01
— .01
.01
Grade 8
D i r e c t  h e lp  
I n d i r e c t  h e l p - o b v io u s
26.77 .01
— .001
.001
Easy p u z z l e
Grade 2
D i r e c t  he lp  
I n d i r e c t  h e l p - o b v io u s
3.47 .05
.05 —
Grade 5
D i r e c t  h e lp  
I n d i r e c t  h e lp - o b v io u s
6.02 .01
— .05
.001
Grade 8
D i r e c t  h e lp  
I n d i r e c t  h e lp - o b v io u s
36.65 .01
— .001
.001
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Figure 1. Mean frequency of use of helper strategies by helpers from 
three grade levels on complex and simple puzzle m ateria ls .
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With the Complex puzzle, there were s ig n if ic a n t differences across 
three types of helper strategies at each helper grade level (see upper h a lf  
Table 2 ) .  As is represented in Figure 1, D irect Help was found to be 
the most preferred strategy by Grade 2 helpers on the Complex puzzle. They 
used i t  more often than e ith e r  Ind irec t Help-subtle ( jK .O l)  or Ind irec t  
Help-obvious (£< .001). There was no difference between Ind irect  
Help-obvious or Ind irec t Help-subtle strategies as the least preferred  
strategies for Grade 2 helpers on the Complex puzzle. By Grade 5, use of 
Direct Help decreased s ig n if ic a n t ly  with age and Ind irect Help-subtle  
lncreased s ig n if ic a n t ly  (as was described in Table 1) so tha t Ind irect  
Help-subtle emerged to be the most preferred strategy by Grade 5 helpers on
^He Complex puzzle. They used i t  more often than e ith e r  Direct Help or
Indirect Help-obvious strategies (£ 's < .0 1 ) .  There was no difference  
between Direct Help and Ind irec t Help-obvious as the least preferred  
strategies fo r Grade 5 helpers. By eighth Grade, the trends previously  
^scribed were exaggerated. Ind irect Help-subtle was used s ig n if ic a n tly  
more often than e ith e r  Direct Help or Ind irec t Help-obvious strategies  
s<.0 0 1 ) .  There was no difference between Direct Help and Ind irect
Help-obvious as the least preferred strategies fo r Grade 8 helpers on the
Complex puzzle m ateria ls .
With the Simple puzzle, there were s ig n if ic a n t differences across the 
three types of helper strateg ies at each helper grade level (see lower ha lf  
° f  Table 2 ) .  At the Grade 2 le v e l ,  helpers used Direct Help and Ind irect  
Help-subtle  with equal frequency, but Ind irec t Help-obvious less often than 
Direct Help (£ < .0 5 ).  By the f i f t h  Grade, Ind irec t Help-subtle emerged as 
the most preferred helping strategy. I t  was used more often than e ith e r  
Direct Help (£<.05) or Ind irect Help-obvious (£< .001), with no difference
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in frequency of use between these two la t t e r  mentioned s tra teg ies . By 
eighth Grade, the use of Ind irec t Help-subtle increased s ig n if ic a n t ly  over 
that for Grade 5 (as described in Table 1 ) ,  whereas D irect Help and 
Indirect Help-obvious continued to be used at comparatively lower 
frequencies to Ind irec t Help-subtle ( £ ' s< .001).
The results  of the analyses on the Complex puzzle as well as the 
Simple puzzle revealed a pattern of increasing preference fo r Ind irec t  
H&lp-subtle strategies over Direct Help and Ind irect Help-obvious 
strategies with advancing age. This preference was evident for Grade 5 and 
8 helpers but not Grade 2 helpers. Also, there was a decreasing preference 
for D irect Help over Ind irec t Help-obvious with advancing age. Thus, the 
hypothesis tha t helpers w il l  use more In d irec t Help-subtle than Direct Help 
with  increase in age was supported.
Condition and strategy use -  I t  was hypothesized that under the 
Independence Condition as compared to the Control condition, helpers would 
Use less D irect Help across a l l  ages. Recall tha t a 3(helper grade) x 
^(condition) x 3(strategy type) ANOVA with repeated measures on the la s t  
factor was carried out on the frequencies with which each helper strategy  
was used for completion of each puzzle (see Results, Age and comparison of 
s tra teg ies ). The in teraction  of condition x strategy type from th is  
analysis was of primary importance fo r addressing the hypothesis in 
question. Also, mean frequencies in use of Direct Help strategies under 
the Control condition and Independence condition were calculated. Simple 
effects of condition at the D irect Help level of strategy type were 
analysed for specific  comparisons between conditions.
The results  of the three-way ANOVA on the Complex puzzle are given in 
Appendix D in Table 12. The in teraction  of condition x strategy type was
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not s ig n if ic a n t ,  £ ( 2 ,  84) = 0 .24 , n .s . Simple e ffec ts  analyses revealed no 
differences in frequency of use of D irect Help under the Control condition 
(M = 12.75) as compared to the Independence condition (M = 14 .08 ), £ (2 ,  84) 
* 0*00, n .s .
The results  of the three-way ANOVA on the Simple puzzle are given in 
Appendix D in Table 13. The in te rac tion  of condition x strategy type was 
not s ig n if ic a n t ,  JF(2 ,  84) = 1 .39 , n .s . Simple e ffec ts  analyses revealed no 
differences in frequency of use of D irect Help under the Control condition 
(£  = 1.21) as compared to the Independence condition = 1 .4 6 ) ,  £ (2 ,  84) = 
•21. n .s .
The h y p o t h e s i s  was n o t  s u p p o r t e d  w i t h  d a t a  f rom  e i t h e r  s e t  o f  p u z z l e  
m a t e r i a l s .  H e l p e r s  showed no d i f f e r e n c e  i n  use o f  D i r e c t  H e lp  u n d e r  t h e  
Independence as compared t o  t h e  C o n t r o l  c o n d i t i o n .
Condition and strategy use and age -  I t  was hypothesized that younger 
helpers would use In d irec t Help-subtle strategies less frequently under the 
Control condition as compared to the Independence condition. Also, i t  was 
hypothesized that there would be no difference in frequency of use of 
Indirect Help-subtle s trateg ies for the older helpers under the two con­
ditions. Recall that a 3(helper grade) x 2(condition) x 3(strategy type) 
ANOVA with repeated measures on the la s t  facto r was carried out on the 
^requencies with which each helper strategy was used for completion of each 
Puzzle (see Results, Age and comparison of s tra te g ie s ) .  The in teraction  of 
helper grade x condition x strategy type from th is  analysis was of primary 
1mPortance for addressing the hypothesis in question. Furthermore, the 
mean frequencies in use of Ind irect Help-subtle strategies for each helper 
9pade and under the Control and Independence condition were calculated. 
Simple e ffec ts  of condition a t each level of helper grade were analyzed for
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I n d i r e c t  H e lp -a m b ig u o u s  s t r a t e g i e s  t o  make s p e c i f i c  co m p ar is o n s  between  
c o n d i t i o n s .
The results  of the three-way ANOVA on the Complex puzzle are given in 
Appendix D in Table 12. The in te rac tion  of helper grade x condition x
strategy type was not s ig n if ic a n t ,  £ ( 4 ,  84) = 0.79 n .s . Also, simple
effects  analyses on condition fo r use of In d irec t Help-subtle strategies  
were not s ig n if ic a n t at the Grade 2 le v e l ,  £ (4 ,  42) = 0 .00, n . s . , the Grade 
5 le v e l ,  £ (4 ,  42) = 0 .36 , n . s . , or the Grade 8 le v e l ,  £ (4 ,  42) = 0 .32 , n .s .
The results  of the three-way ANOVA on the Simple puzzle are given in 
Appendix D in Table 13. The in teraction  of helper grade x condition x
strategy type was not s ig n if ic a n t ,  £ (4 ,  84) = 2 .06 , n .s . Also, simple
effects  analyses on condition for use of Ind irec t Help-subtle strategies  
were not s ig n if ic a n t at the Grade 2 le v e l ,  £ (4 ,  42) = 0 .01 , n . s . , the Grade 
5 le v e l ,  £ (4 ,  42) = 0 .06 , n . s . , or the Grade 8 le v e l ,  £ (4 ,  42) = 1 .70, n .s .
The hypothesis was not supported with data from e ith e r  set of puzzle 
m aterials. Younger helpers showed no difference in use of Ind irec t Help- 
subtle strateg ies under the Control condition as compared to the Indepen­
dence condition. Thus, younger helpers did not d i f f e r  from older helpers 
1n d i f fe re n t ia l  use of Ind irec t Help-subtle s trateg ies under the Indepen­
dence as compared to the Control condition, 
in c ip ie n t  Behaviours
Age and rec ip ien t behaviours -  I t  was proposed tha t the study explore 
whether recip ients paired with older as compared to younger helpers show 
9peater involvement in task m aterials ( i . e . ,  attempts to  construct puzzles) 
and greater production during helping sessions ( i . e . ,  more successful 
attempts to construct puzzles).
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To explore th is  research question, frequencies of rec ip ient behaviour 
categories fo r each dyad were calculated. The frequency data for the eight 
major recip ient behaviour categories fo r  each puzzle were submitted to a 
3 x 2  MANOVA. Note that the subcategory, H its , was not included in the 
MANOVA. The f i r s t  factor was helper grade (Grades 2, 5 and 8 ) .  The second 
factor was the experimental condition (Control and Independence). Once 
overall significance of a facto r was determined with MANOVA, subsequent 
ANOVAs as a function of that factor were carried out on each recip ient code 
across a l l  levels combined of the other fac to r. S im ila r ly , one-way ANOVAs 
Wef'e carried out on subcategories within a code. When one-way ANOVAs 
indicated a s ig n if ic a n t main e ffe c t  fo r  helper grade, m ultip le  comparisons 
among means for helper grade levels for any code or subcategory of a code 
were carried out with the Duncan Multiple-Range Test. Post-ANOVA 
comparisons made with the Duncan Multiple-Range Test were tested with Alpha 
a .05.
The tw o-w a y  MANOVA on t h e  e i g h t  m a jo r  r e c i p i e n t  b e h a v i o u r  codes f o r  
tJle Complex p u z z l e  r e v e a l e d  a s i g n i f i c a n t  o v e r a l l  e f f e c t  o f  h e l p e r  g r a d e ,  
aPProx im ate  £ (16 , 72) = 2.39, £< .01 . T h e re  was no s i g n i f i c a n t  o v e r a l l  
ef f e c t  o f  c o n d i t i o n ,  a p p r o x im a t e  £ (8 ,  35) = 0.69, n . s . , and no s i g n i f i c a n t  
o v e r a l l  i n t e r a c t i o n  o f  h e l p e r  g ra d e  x c o n d i t i o n ,  a p p r o x im a t e  
£(16, 72) = 0.98, n . s . *
The mean f r e q u e n c i e s  o f  r e c i p i e n t  b e h a v io u r s  f o r  each h e l p e r  g rade  on 
Complex p u z z l e  a r e  g iv e n  i n  t h e  u ppe r  h a l f  o f  T a b l e  3.  The one-way  
ANOVAs on i n d i v i d u a l  r e c i p i e n t  b e h a v i o u r  codes r e v e a l e d  s e v e r a l  e f f e c t s  o f  
^ a lp e r  g r a d e .  R e c i p i e n t s  p a i r e d  w i t h  o l d e r  h e l p e r s  made more P lacements
* A 1  c there were no s ign ifican t effects  of condition for any 3(helper 
grade) x 2(condition) ANOVAs for individual recip ient behaviour codes.
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Table 3
Means and Main Effects of Helper Grade fo r  Coded Behaviours by Grade K 
jfecipients on Complex and Simple Puzzle MaterlaTs
Type of recipient behaviour
Placements 
Hits 
“ids for help
Protests
Positive feedback 
Negative feedback 
Descri bi ng/Explaini ng 
Maintenance behaviours 
Other
Total recipient behaviours
Helper grade
2 5 8
Complex puzzle
8.69a 1 9 .56b 28.50b
5.38a 10.69b 13.50b
3.44 6.63 9.00
.94 .44 .13
1. 00a 2.56ab 4.13b
. 31a .31a 1.13b
1.00 4.00 3.31
9.56 17.00 22.94
1.81 1.00 .44
26.19a 51.50ab 6 9 .56b
* *
* *
* *
PI acements 
Hits “Tds for help 
Protests
Positive feedback 
Negative feedback 
Oescribi ng/Explaini ng 
Maintenance behaviours 
Other
Total recipient behaviours
Simple puzzle
2.06 3.13 3.69
1.38a 2.38ab 2.75b
.31 .56 .44
.13 .00 .00
.19 .56 1.50
.06 .13 .44
.13 .19 .38
2.25 3.44 2.94
.25 .19 .06
5.38 8.13 9.44
*  S ignificant main e ffe c t  fo r helper grade at .05 level
* *  S ignificant main e ffec t for helper grade at .01 level
a>b,c Means for a given behaviour that have the same le t te rs  do not d i f fe r
signi f ic a n tly
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than those paired with younger helpers, £ (2 ,  45) = 7.48, £< .01 , with 
differences occurring between recipients paired with Grade 2 and Grade 5 
helpers (£< .05 ), and between recipients paired with Grade 2 and Grade 8 
helpers (£< .05). Recipient Placements consisted, in large part, of 
correctly jo in ing parts of the puzzle. Thus, the pattern of change across 
helper grades in frequencies for th is  subcategory, H its , duplicated that of 
the larger Placements category, £ (2 ,  45) = 7.24, £< .01 , with the 
differences occurring again between recipients of Grade 2 and Grade 5 
helpers (£< .05 ), and between recipients of Grade 2 and 8 helpers (£< .05).
Recipients paired with older helpers provided more Positive Feedback 
0n the Complex puzzle, £ (2 ,  45) = 3.23, £<.05, with a difference between 
those paired with Grade 2 and Grade 8 helpers (£< .05). Also, recipients  
Paired with older helpers gave more Negative Feedback than those paired 
with younger helpers, £ (2 ,  45) = 3.72, £< .05 , with differences occurring 
between Grade 8 with Grades 2 and 5 ( £ ' s<.05). There were no s ign ifican t  
main effects of helper grade on the recipient categories of Bids for Help, 
£.(2, 45) = 1.35, n .s . , Protests, £ (2 ,  45) = 2.98, n .s . , Describing/ 
^P la in in g , £ (2 ,  45) = 1.03, n .s . , Maintenance Behaviours, £ (2 ,  45) = 2.62, 
or Other, £ (2 ,  45) = 1.68, n.s.
There was a main e ffec t of helper grade on the Total recipient 
behaviours on the Complex puzzle, £ (2 ,  45) = 5.23, £<.01. Thus, recipients  
Paired with older helpers showed more coded behaviours overall than 
recipients paired with younger helpers, with a difference occurring between 
Grades 2 and 8 (£< .05). Even when Maintenance Behaviours were subtracted 
from the to ta l of the behaviours fo r each rec ip ien t, there was a main 
effect for helper grade on that product, £ (2 ,  45) = 5.18, £<.01. Thus, 
recipients paired with older helpers engaged in more task-re lated
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behaviours than recipients paired with younger helpers, with a difference  
occurring between those paired with Grade 2 and Grade 8 helpers (£<.05).
In sum, recipients paired with older helpers showed greater a c t iv i ty ,  
involvement, and production on Complex puzzle materials than recipients  
Paired with younger helpers.
The two-way MANOVA on the eight major recipient behaviour codes for  
the Simple puzzle did not show a s ign ificant overall e ffec t of helper 
9rade, approximate £ (16 , 72) = 1.22, n . s . , nor a s ign ificant overall e ffec t  
condition, approximate £ (8 ,  35) = 0.92, n .s .*  There was no s ign ificant  
0vera ll interaction of helper grade x condition, approximate £ (16 , 72)
0*98, n .s .
The mean frequencies of recipient behaviours for each helper grade on 
the Simple puzzle are given in the bottom h a lf  of Table 3. Note that the 
Sut>category, H its , did not contribute to MANOVA. Thus, further analysis 
was conducted to answer the exploratory question pertaining to successful 
Placements. A one-way ANOVA as a function of helper grade on the 
Subcategory, recipient H its , revealed a s ign ifican t main e f fe c t ,  £ (2 ,  45) = 
3*29, £<.05. Thus, recipients paired with older helpers did make more 
Successful placements than recipients paired with younger helpers, with a 
difference between recipients of helpers from Grades 2 and 8 (£<.05).
In answer to the exploratory question, recipients paired with older 
helper s showed greater a c t iv i ty  as well as task involvement ( i . e . ,  
Placements) and production ( i . e . ,  H its) on the Complex puzzle materials  
than recipients paired with younger helpers. On the Simple puzzle, 
recipients paired with older helpers showed more production ( i . e . ,  Hits)  
l*han recipients paired with younger helpers.
,s° j  there were no main effects for condition on any 3(helper grade) x 
'Condition) ANOVAs on the individual recip ient behaviour codes.
R e p r o d u c e d  w i t h  p e r m i s s i o n  o f  t h e  c o p y r i g h t  o w n e r .  F u r t h e r  r e p r o d u c t i o n  p r o h i b i t e d  w i t h o u t  p e r m i s s i o n .
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H e l p e r - R e c i p i e n t  B e h a v io u rs
Age and condition and he lper-recip ient behaviours -  I t  was proposed 
that the study explore whether under the Independence condition as compared 
to the Control condition, helpers would in i t ia t e  fewer of th e ir  recip ients ' 
Problem-solving attempts ( i . e . ,  Placements) and successes ( i . e . ,  Hits) in 
adapting th e ir  interventions to the imposed situational constraint. Also, 
the study explored whether the helpers' "pacing" of the recip ients ' 
attempts and successes d iffered  with helper age. These measures were 
computed as ratios for each dyad and formulated to emphasize the helpers' 
lead in the in te rac tion . Within each dyad, the number of recipient  
placements that were prompted i n i t i a l l y  by the helper (by e ith er  form of 
Indirect Help strategy) were calculated, and divided by the to ta l number of 
placements made by the recip ient in the dyad. Also within each dyad, the 
number of recip ient Hits that were prompted i n i t i a l l y  by the helper in the 
dyad (again by e ith er  form of ind irect help strategy) were calculated, and 
divided by the to ta l number of Hits made by the rec ip ien t.
The ratios for each measure were submitted to a 3 x 2 x 2 ANOVA with 
rePeated measures on the las t fac to r. The f i r s t  factor was the helper 
9rade (Grades 2, 5, and 8 ) .  The second factor was experimental condition 
(Control and Independence condition). The th ird  factor was puzzle 
d if f ic u lty  (Complex and Simple puzzle) and was the repeated factor. When a 
Sl9 n i f icarvt  overall main e ffec t of helper grade was determined with ANOVA, 
mul t i p i e comparisons among the to ta ls  for helper grade levels were carried  
0ut with the Duncan Multi pi e-Range Test. When a s ign ifican t interaction  
w9s determined, simple effects were calculated as a function of one factor  
acr° Ss each level of the other fa c to r (s ) .  Again, m ultip le comparisons 
am°ng tota l scores representing levels of a s ign ifican t simple e ffec t were
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carried out with the Duncan Multiple-Range Test. Post-ANOVA comparisons 
made with the Duncan Multiple-Range Test were tested with Alpha = .05. 
Table 4 gives to ta l scores for the proportion of rec ip ien t Placements 
in i t ia te d  by helpers and proportion of rec ip ien t Hits in i t ia te d  by helpers 
Tor each level of helper grade and under each condition.
The results of the three-way ANOVA on the proportion of rec ip ien t  
Placements in i t ia te d  by helpers are given in Appendix D in Table 14. This 
analysis revealed a s ig n if ic a n t  main e f fe c t  of helper grade, £ (2 ,  38)
= 5*41» £ < .0 1 , and a s ig n if ic a n t  in teraction  of helper grade x condition, 
£ (2 , 38) = 5 .74 , £< .01 . However, there was no s ig n if ic a n t main e ffe c t  of 
condition, £ ( 1 , 38) = 0 .27 , n .s .
The main e ffe c t  of helper grade indicated that o v e ra l l ,  the Grade 8 
helpers in i t ia te d  a higher proportion of rec ip ien t Placements (£  = 18.01) 
than e ith e r  Grade 2 helpers (£  = 9 .76) or Grade 5 helpers (£  = 8.95)  
( £ 's< .05 ).
To investigate  the s ig n if ic a n t in teraction  of helper grade by 
condition, comparisons among to ta l  scores for helper grades were carried  
0lJt  under each condition. These analyses revealed a s ig n if ic a n t  simple 
effe c t  fo r helper grade under the Control condition, £ (2 ,  38) = 15.17, 
£<•01, but not under the Independence condition, £ (2 ,  38) = 0 .33, n .s . As 
shown in Table 4, Grade 8 helpers in i t ia te d  a higher proportion of 
cecipient Placements than e ith e r  Grade 2 helpers or Grade 5 helpers 
( £ 's< .05) under the Control condition. In contrast, there were no 
differences between helper grades under the Independence condition.
The simple e ffec ts  analyses for comparisons between two conditions at 
each grade level revealed tha t Grade 2 helpers in i t ia te d  more rec ip ient  
placements under the Independence than Control condition F ( l ,  38) = 5 .75,
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Table 4
Total Proportions and Helper Opportunity-*- fo r  Total Recipient Placements 
jnd Hits that were In i t ia te d  by Helpers from Three Grade Levels Under Two 
Conditions
Recipient behaviours in i t ia te d  by helpers 
Placements Hits
Nelper Control Independence Control Independence
il£ade condition condition condition condition
Grade 2:
T 2.74
n+ 14
Grade 5:
T 3.37
n+ 13
Grade 8:
I  11-87
n+ 16
7.02 3.44 4.91
13 13 12
5.58 5.12 5.74
14 13 13
6.14 12.47 7.38
13 16 13
Number of instances in which recip ient makes a Placement (or a H it)  at 
■east once across both puzzles
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£<•05. There was no difference between conditions fo r Grade 5 helpers,
£ (1 ,  38) = 1 .50 , n .s . In contrast, Grade 8 helpers in i t ia te d  fewer 
recipient Placements under the Independence than the Control condition,
£( 1. 38) = 9 .58 , £< .01 .
The resu lts  of the three-way ANOVA on the proportion of rec ip ient Hits 
V i t ia t e d  by helpers are given in Appendix D in Table 15. This analysis  
revealed a s ig n if ic a n t main e f fe c t  of helper grade, £ ( 2 ,  38) = 6 .62 , £< .0 1 ,  
and a s ig n if ic a n t main e f fe c t  of puzzle d i f f i c u l t y ,  F_(l, 31) = 8 .10 ,
£<•01. However, there were no s ig n if ic a n t  e ffec ts  of condition.
The main e ffe c t  of helper grade indicated that the Grade 8 helpers 
""litiated a higher proportion of rec ip ien t Hits (JT = 19.85) than e ith e r  
Grade 2 helpers (_T = 8 .35) or Grade 5 helpers (_T = 10.86) ( £ ' s< .0 5 ) .  The 
main e ffe c t  of puzzle d i f f ic u l t y  indicated that helpers in i t ia te d  a higher 
Proportion of rec ip ient Hits on the Complex puzzle (£  = 24.90) as compared 
to the Simple puzzle (J  = 14 .16).
In answer to the exploratory questions, older helpers in i t ia te d  a 
9reater proportion of th e ir  rec ip ien ts ' attempts and successes and thereby 
showed more "pacing" of th e ir  rec ip ien ts ' problem-solving performance. 
Helpers did not d i f fe re n t ia te  between conditions in the proportion of 
successes they in i t ia te d  for th e ir  rec ip ien ts . In contrast, Grade 8 
helpers in i t ia te d  fewer rec ip ient attempts under the Independence as com- 
Pared to the Control condition, whereas Grade 2 helpers in i t ia te d  more 
recipient attempts under the Independence as compared to the Control 
c°nd iti on.
Age and strategy use and he!per-rec ip ien t behaviours -  I t  was proposed 
that the study explore whether there were developmental differences in the 
Ways helpers adapt th e i r  helping strategies to  th e ir  rec ip ien ts ' progress.
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Developmental differences in helpers' responses to rec ip ien t performance 
were investigated by calcu lating  ratios  fo r each dyad in the proportion of 
strategy use ( i . e . ,  D irect Help, Ind irec t Help-obvious, Ind irect  
Help-subtle) following rec ip ient behaviours that were indicators of success 
( i . e . ,  H its) and fa i lu re  ( i . e . ,  Misses). For example, the proportion of 
Direct Help following rec ip ient Hits was calculated as the number of times 
Direct Help was used as the f i r s t  helper strategy following recip ient H its ,  
divided by the sum of the number of times that Direct Help, Ind irect Help- 
obvious, and Ind irect Help-subtle were used as the f i r s t  strategy  
following rec ip ient Hits fo r  each dyad.
Developmental differences were investigated by submitting ratios of 
the proportion of time each p a r t ic u la r  helper strategy was used f i r s t  
following a spec ific  rec ip ient behaviour to 3 x 2 x 2 ANOVAs with repeated 
measures on the las t fac to r. The f i r s t  factor was the helper grade (Grades 
5 and 8 ) .  The second factor was experimental condition (Control and 
Independence condition). The th ird  factor was puzzle d i f f ic u l t y  (Complex 
and Simple puzzle) and was the repeated measure. When a s ig n if ic a n t over 
main e ffe c t  of helper grade was determined with ANOVA, m ultip le  
c°mparisons among the to ta ls  fo r  helper grade levels were carried out with 
f^e Duncan Multi pie-Range Test. When a s ig n if ic a n t in teraction  was 
determined, simple e ffec ts  were calculated as a function of one factor  
acr°ss each level of the other fa c to r (s ) .  Again, m ultip le  comparisons 
among to ta l  scores representing levels of a s ig n if ic a n t simple e f fe c t  were 
Carried out with the Duncan Multiple-Range Test. Post-ANOVA comparisons 
made with the Duncan Multipie-Range Test were tested with Alpha = .05. The 
tota ls  for the six proportions calculated fo r each helper grade are given 
1n Table 5.
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Table 5
Total Proportions and Significance Levels for Main Effects of Helper Grade 
lo r  Helping Strateqies that Follow Recipient Successes (Hits) and Recipient 
IrFoFs (Misses) ----------------------------^ ------------------------------------------------ --------
Helpinq strategies
Recipient
hits
£ Recipientmisses
Direct help 
Grade 2 12.98
**
11.26
Grade 5 5.03 6.17
Grade 8 3.25 3.37
Indirect help-obvious
Grade 2 2.41 6.38
Grade 5 1.30 4.53
Grade 8 3.67 5.37
Indirect help-subtle 
Grade 2 1.32
* * * *
1.68
Grade 5 16.68 7.39
Grade 8 20.07 10.44
** Main effect for helper grade significant at .01 level
*** Main effect for helper grade significant at .001 level
**  Main effect for helper grade significant at .0001 level
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The results  of the three-way ANOVA on the proportion of Direct Help 
following rec ip ient Hits are given in Appendix D in Table 16. This 
analysis revealed a s ig n if ic a n t main e f fe c t  fo r  helper grade, £ (2 ,  38) = 
6.89, £< .0 1 , and a s ig n if ic a n t main e f fe c t  fo r puzzle d i f f i c u l t y ,  £ (1 ,  31) 
= 9.83, £< .01 . There was a s ig n if ic a n t in teraction  of helper grade x 
Puzzle d i f f i c u l t y ,  £ (2 ,  31) = 7 .70 , £< .01 . The main e f fe c t  for helper 
Qnade indicated a s ig n if ic a n t  decrease in the proportion of Direct Help 
following rec ip ient Hits as helper age increased (see Table 5 ) ,  with 
differences occurring between Grade 2 with Grades 5 and 8 helpers 
(£.'s< ,05). The main e f fe c t  for puzzle d i f f ic u l t y  indicated that helpers 
used Direct Help to fo llow  rec ip ien t Hits a s ig n if ic a n t ly  greater  
Proportion of the time on the Complex puzzle (T = 15.76) than the Simple 
Puzzle (T = 5 .6 0 ) .
To investigate the in teraction  of helper grade by puzzle d i f f i c u l t y ,  
comparisons among to ta l  scores for helper grades were carried out for each 
Puzzle. For the Complex puzzle, there was a s ig n if ic a n t decrease in the 
Proportion of instances that D irect Help followed rec ip ien t Hits as helper 
a9e increased, £ (2 ,  31) = 22.75, £< .0 1 , with differences in comparisons 
between Grade 2 (J  = 10.98) with Grade 5 (JT = 3.53) and with Grade 8 
(.1 = 1.25) fo r  that proportion (£ 's < .0 5 ) .  However, there were no 
differences among helper grades with the Simple puzzle m ateria ls , £ (2 ,  31) 
0*13, n .s .
The simple e ffec ts  analyses for comparisons between two puzzles at 
each grade level revealed that Grade 2 helpers used more Direct Help 
following rec ip ient Hits on the Complex puzzle (_T = 10.98) than the Simple 
Puzzle (J  = 2 .0 0 ) ,  £ ( 2 ,  31) = 17.63, £< .01 . In contrast, there were no 
differences in the amount of Direct Help used following rec ip ien t Hits on
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the two puzzles for the Grade 5 helpers, £ (2 ,  31) = 1 .00, n . s . , or the 
Grade 8 helpers, JF(2 , 31) = 0 .13 , n . s . . Thus, the in te rac tion  of helper 
9rade x puzzle revealed tha t Grade 2 helpers reduced the high amount of 
Direct Help following rec ip ien t successes on the Complex puzzle to low 
amounts on the Simple puzzle. In contrast, older helpers used low amounts 
° f  Direct Help following rec ip ien t successes on both puzzles.
The results  of the three-way ANOVA on the proportion of Direct Help to
follow rec ip ien t Misses are given in Appendix D in Table 17. This analysis
revealed a s ig n if ic a n t  main e f fe c t  of helper grade, _F(2, 35) = 7 .37 ,
£<•01. The main e f fe c t  of helper grade indicated a s ig n if ic a n t decrease in 
the proportion of D irect Help following rec ip ien t Misses as helper age 
increased (See Table 5 ) ,  with differences between Grade 2 with Grade 5 and 
8 helpers (£ 's < .0 5 ) .
The results  of the three-way ANOVA on the proportion of Ind irect  
help-obvious following rec ip ien t Hits are given in Appendix D in Table 18. 
fhis analysis revealed a s ig n if ic a n t main e f fe c t  of puzzle d i f f i c u l t y ,
JL(1» 31) = 6 .57 , £< .05 . This main e f fe c t  indicated that helpers used 
Indirect Help-obvious following rec ip ien t Hits a s ig n if ic a n t ly  greater  
Proportion of the time on the Complex puzzle (JT = 5.88) than the Simple 
Puzzle (T = 1 .5 0 ) .
The results of the three-way ANOVA on the proportion of Ind irect
help-obvious strategies following rec ip ien t Misses are given in Appendix D
1n Table 19. This analysis revealed no s ig n if ic a n t main e ffec ts  or in t e r ­
action e f fe c ts .
The results of the three-way ANOVA on the proportion of Ind irect  
help-subtle  strategies following rec ip ien t Hits are given in Appendix D in 
Table 20. This analysis revealed a s ig n if ic a n t main e f fe c t  of helper
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9rade, £ (2 ,  38) = 32.32, £<.0001. The main e f fe c t  of helper grade 
indicated a s ig n if ic a n t increase in the proportion of Ind irec t Help-subtle  
strategies as helper age increased (see Table 5) with differences occurring 
between Grade 2 with Grade 5 and with Grade 8 (£ 's < .0 5 ) .
The results  of the three-way ANOVA on the proportion of Ind irect  
Help-subtle strategies following rec ip ien t Misses are given in Appendix D 
in Table 21. This analysis revealed a s ig n if ic a n t main e f fe c t  of helper 
Srade, £ (2 ,  35) = 9 .94 , £< .001. The main e ffe c t  of helper grade indicated  
a s ign ifican t increase in the proportion of Ind irec t Help-subtle strateg ies  
following rec ip ien t Misses as helper age increased (see Table 5) with 
differences occurring between Grade 2 with Grades 5 and 8 ( £ ' s< .05).
The age-related changes in helpers' responses to rec ip ient Hits and 
Hisses provided fu rth er  evidence tha t older helpers d if fe re d  markedly from 
younger helpers in th e ir  overall approach to helping tasks. That is ,  older 
helpers tended to use more Ind irec t Help-subtle than younger helpers when 
the rec ip ient was successful on portions of the task m ateria ls , as well as 
when the rec ip ien t had met f ru s tra t io n .  In contrast, younger helpers 
showed more Direct Help in comparison to that of older helpers under e ith e r  
context of rec ip ien t performance with the Complex puzzle and following  
recipient Misses but not rec ip ien t Hits with the Simple puzzle. An 
lnvestigation of age changes in the d i f fe r e n t ia l  use of a p art ic u la r  
helping strategy under two contexts of rec ip ien t performance was pursued to  
determine the r ig id i t y  or f l e x i b i l i t y  with which children of d if fe re n t  ages 
lniPlemented helping s tra teg ies . More s p e c if ic a l ly ,  i t  was deemed 
Sltu a t io n a lly  appropriate for helpers to  increase the amount of d irec tive  
1ntervention under fa i lu re  contexts ( i . e . ,  following rec ip ien t Misses) than 
Suc-cessful contexts ( i . e . ,  following rec ip ient H its ) .  Inversely, i t  was
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deemed adaptive for helpers to  show comparably more nonintrusive help 
following rec ip ient Hits than rec ip ien t Misses.
To investigate  helpers' f l e x i b i l i t y  in use of a p a rt ic u la r  helping 
strategy under the two d if fe re n t  contexts of rec ip ien t performance, a 
3 x 2 x 2 x 2 ANOVA with repeated measures on the la s t  two factors was 
aPplied to the proportions computed for each strategy. The f i r s t  factor  
was helper grade (Grade 2, 5, and 8 ) .  The second factor was experimental 
condition (Control and Independence). The th ird  facto r was puzzle 
d i f f ic u l ty  (Complex and Simple) and the fourth factor was the immediate 
context of rec ip ient performance (H its  and Misses). When main e ffec ts  were 
determined, fu rther s ta t is t ic a l  analysis was not required because the 
direction and nature of the e ffe c t  could be in ferred  from the previous 
analyses on the proportion of use of each strategy following each type of 
recip ient performance (see Table 5 ) .  When s ig n if ic a n t in teraction  e ffec ts  
Wlth the factor of rec ip ient performance were determined, they were 
"•nvestigated with regard to  differences between contexts of recip ient  
Performance use of a strategy. That i s ,  simple e ffec ts  of rec ip ient  
Performance were calculated to make comparisons between contexts of 
recip ient performance at each level of the other facto rs .
The results  of the four-way ANOVA on proportion of Direct Help are 
^ven in Appendix D in Table 22. This analysis revealed a s ig n if ic a n t main 
e ffect of helper grade, _F(2, 34) = 14.04, £<.0001. There was not a 
Sl9n if ican t main e ffe c t  of rec ip ien t performance, F.(l, 34) = 0 .71 , n .s .  
"^us, helpers did not show a difference overall in the amount of Direct
depending on the nature of the rec ip ien t attempt to construct the 
puzzle . There was a s ig n if ic a n t in teraction  of helper grade x puzzle 
^ * f i c u l t y  x rec ip ient performance, £ (2 ,  15) = 11.69, £< .01 .
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
78
The s ig n if ic a n t  main e f fe c t  fo r  helper grade was not investigated with 
further s ta t is t ic a l  analyses. As was described for Table 5, older helpers 
as compared to younger helpers provided less Direct Help following e ith e r  
recip ient Hits or Misses, with differences occurring under e ith e r  context 
between Grade 2 with Grade 5 and Grade 8. The s ig n if ic a n t  three-way 
interaction was not surpris ing . Recall that there was a s ig n if ic a n t  
interaction e f fe c t  of helper grade x puzzle d i f f ic u l t y  fo r the proportion 
° f  Direct Help following rec ip ien t Hits (see Table 16 in Appendix D), but 
no puzzle e ffec ts  for the proportion of D irect Help following rec ip ient  
hisses (see Table 17 in Appendix D).
The three-way in terac tion  was analyzed with respect to differences in 
the proportion of Direct Help between the two contexts of rec ip ient  
Performance attempts. Thus, simple e ffec ts  as a function of rec ip ient  
Performance were carried out at each level of helper grade within each 
level of puzzle d i f f i c u l t y .  The results  of these analyses were 
uninterpretable. The analyses revealed only two s ig n if ic a n t  simple e ffec ts  
tor rec ip ient performance. The Grade 2 helpers provided more Direct Help 
b lo w in g  rec ip ient Hits ( T = 8 .98) than following rec ip ien t Misses 
Cl = 5.76) on the Complex puzzle, _F(1, 33) = 6 .29 , £< .01 . However, the 
Grade 2 helpers provided more Direct Help following rec ip ient Misses 
Cl = 6.60) than following rec ip ient Hits (J  = 1.00) on the Simple puzzle, 
£(1 , 16) = 12.00, £< .01 . For Grade 5 helpers, there were no differences in 
fhe amount of Direct Help provided following rec ip ien t Hits as compared to  
M'Sses on the Complex puzzle, F_(l, 33) = 0 .29, n . s . , or the Simple puzzle, 
1(1 , 16) = 0 .08 , n .s . S im ila r ly ,  for Grade 8 helpers, there were no
differences in the amount of Direct Help provided following rec ip ient Hits 
es compared to Misses on the Complex puzzle, _F(1 ,  33) = 3 .14 , n .s . , or on 
the Simple puzzle, £ (1 ,  16) = 0 .58 , n .s .
R e p r o d u c e d  w i t h  p e r m i s s i o n  o f  t h e  c o p y r i g h t  o w n e r .  F u r t h e r  r e p r o d u c t i o n  p r o h i b i t e d  w i t h o u t  p e r m i s s i o n .
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The results  of the four-way ANOVA on proportion of Ind irec t  
Help-obvious are given in Appendix D in Table 23. This analysis revealed a 
s ign ificant main e f fe c t  of rec ip ien t performance, £ (1 ,  34) = 9 .98 , £< .001. 
This main e ffe c t  did not require fu rther s ta t is t ic a l  investigation for  
in te rp re ta tio n . As can be in fe rred  from Table 5, helpers provided more 
Indirect Help-obvious following rec ip ien t Misses than following rec ip ient  
Hits.
The results  of the four-way ANOVA on proportion of Ind irec t  
Help-subtle are given in Appendix D in Table 24. This analysis revealed a 
sign ificant main e ffe c t  of helper grade, £ ( 2 ,  34) = 27.58, £< .001, and a 
sig n if ic a n t  main e f fe c t  of rec ip ien t performance, £ (1 ,  34) = 12.05,
£.<•001. Also, there was a s ig n if ic a n t  in teraction  of helper grade x 
condition x rec ip ient performance.
The s ig n if ic a n t main e f fe c t  for helper grade was not investigated with 
further s ta t is t ic a l  analyses. As was described for Table 5, older helpers 
as compared to younger helpers provided more Ind irec t Help-subtle  
strategies following e ith e r  rec ip ient Hits or Misses, with differences  
occurring under e ith e r  context between Grade 2 with Grade 5 and Grade 8.
The main e ffe c t  fo r rec ip ien t performance did not require further  
s ta t is t ic a l  investigation fo r in te rp re ta t io n .  As can be in ferred from 
Table 5, helpers provided more Ind irec t Help-subtle following rec ip ient  
Hits than following rec ip ient Misses.
The three-way in teraction  was analyzed with respect to differences in 
The proportion of Ind irec t Help-subtle strategies between the two contexts 
° f  rec ip ient performance attempts. Thus, simple e ffec ts  as a function of 
recipient performance were carried  out at each level of helper grade within  
each condition. The resu lts  of these analyses were un interpretable . They
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revealed three s ig n if ic a n t simple e ffec ts  for rec ip ien t performance.
Grade 8 helpers provided more In d irec t Help-subtle s trateg ies following  
recipient Hits (T = 7.97) than following rec ip ient Misses (JT = 4.23) under 
the Independence condition, £ (1 ,  18) = 11.11, £< .01 . S im ila r ly ,  Grade 8 
helpers provided more Ind irec t Help-subtle strategies following rec ip ient  
Hits (T = 7.33) than following rec ip ien t Misses (_T = 5 .21) under the 
Control condition, £ (1 ,1 6 )  = 10.67, £< .01 . Grade 5 helpers provided more 
Indirect Help-subtle strateg ies following rec ip ien t Hits (T = 7 .48) than 
following rec ip ient Misses (T = 2.50) under the Control condition, £ (1 ,  16) 
69.0, £< .01 . However, for Grade 5 helpers there were no differences in 
the amount of Ind irec t Help-subtle s trateg ies following rec ip ient Hits or 
Misses under the Independence condition, F ( l ,  18) = 0 .11 , n .s . For Grade 2 
helpers there were no differences in the amount of Ind irec t Help-subtle  
strategies provided following rec ip ien t Hits as compared to Misses under 
the Control condition, £ (1 ,  16) = 0 .67 , n . s . , or under the Independence
condition, £ ( 1 , 18) = 0 . 00, n .s .
In answer to the research question outlined at the beginning of th is  
Section, helpers did show developmental differences in response to specific  
recipient behaviours. The pattern of developmental changes seemed to  
ref le c t ,  in large p a rt ,  the developmental findings of child ren 's  approaches 
to helping generally . That i s ,  younger helpers tended to respond with more 
Direct Help than older helpers following e ith e r  successful or fa i l in g  
attempts by th e ir  rec ip ien ts . An exception to th is  pattern was tha t with 
Simple puzzle m ateria ls , younger helpers did not show more Direct Help than 
°Ider helpers in the context of rec ip ient success. Older helpers responded 
Wlth more Ind irec t Help-subtle strateg ies than younger helpers following  
eUher successful or f a i l in g  attempts by the rec ip ien ts . Major age sh ifts
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occurred between Grade 2 and 5 in the decrease of D irect Help but increase
° f  Ind irect Help following rec ip ient attempts.
Child helpers from the three grade levels  appeared to show some degree
f l e x i b i l i t y  in adapting use of a p a r t ic u la r  helping strategy to the
context of the rec ip ien ts ' performance. That i s ,  helpers across the grade 
levels were more l ik e ly  to use Ind irect Help-obvious strateg ies following  
unsuccessful attempts in rec ip ient performance than following successful 
ottempts. Conversely, helpers were more l ik e ly  to use Ind irect Help-subtle  
strategies following successful rec ip ient attempts than following  
unsuccessful rec ip ient attempts. However, child  helpers overall did not 
9ive comparably more D irect Help to recip ients under fa i lu re  contexts than 
successful contexts as i t  was deemed adaptive for them to do.
Condition and outcome -  I t  was proposed tha t the study explore whether
dyads assigned to the Independence condition as compared to the Control
c°ndition would take longer time to complete the task m ateria ls . The
arnount of time taken towards f i r s t  completion of each puzzle was calculated
0n each dyad. Two other time dimensions were derived from the data as
Wel l .  Dyads completing the puzzle once sometimes went on by mixing up the
PTeces and s tarting  over again fo r practice at the suggestion of the
^ P e r .  Thus, the to ta l  amount of time that helpers spent in teracting
v° lu n ta r i ly  with the recip ients working on each set of puzzle materials was
a^So calculated for each dyad. In addition , the amount of time elapsing
before the helper implemented her f i r s t  helping strategy was determined for
each dyad. Each of the scores was submitted to 3(helper grade) x
^(condition) ANOVAs. These analyses revealed that there were no condition
effects. Thus, dyads assigned to the Independence condition as compared to 
t* h 1
6 Control condition did not take longer time to complete task materials.
I
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Because there were no condition e f fe c ts ,  data fo r both conditions were 
combined and the scores reanalyzed with one-way ANOVAs as a function of 
helper grade. When main e ffec ts  were found, the differences between two 
helper grades at one time were determined with Duncan Multiple-Range Test 
Wlth Alpha = .05 . The means for these time dimensions for each helper 
grade level are given in Table 6.
There was a s ig n if ic a n t age-related increase in the amount of time 
taken towards i n i t i a l  completion of the Complex puzzle within the 15 
minutes of a l lo t te d  tim e, £ (2 ,  45) = 7 .29 , £< .01 . Older helpers took a 
longer time than younger helpers to assist rec ip ien ts , with differences  
occurring between Grade 8 with Grades 2 and 5 (£ 's < .0 5 ) .  Notably, there  
were two Grade 8 helpers and one Grade 5 helper whose dyads did not com­
plete the Complex puzzle. Two of the three helpers in those dyads were the 
0nly  helpers in the study to r e s t r ic t  th e ir  use of Direct Help to one or no 
1nstances (see Appendix B, Table 10). Apparently, fo r  the d i f f ic u l t y  level 
th is  part ic u la r  puzzle and the Grade K rec ip ien ts , most helpers found i t  
necessary to resort to Direct Help several times to make a s ig n if ic a n t  
change in the rec ip ien ts ' condition. When Direct Help was severely 
res tr ic te d ,  the task materials were not completed.
For the Complex puzzle, older helpers spent greater to ta l  amount of  
time in th e i r  helping sessions, £ ( 2 ,  45) = 9 .77 , £< .0 1 . Grade 5 helpers 
sPent a s ig n if ic a n t ly  greater to ta l amount of time than Grade 2 helpers 
( jK .0 5 ) ,  and Grade 8 helpers spent a greater to ta l  amount of time than 
either Grade 2 or Grade 5 helpers (£ 's < .0 5 ) .  There were three helpers in 
Grade 8, two helpers in Grade 5 and one helper in Grade 2 who led th e ir  
recipients to have a repeated practice t r i a l  of the Complex puzzle prio r  to  
ending th e ir  helping session, but th is  age-related increase was not
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Table 6
Mgans and Main Effects of Helper Grade fo r Time Dimensions on Complex and 
jiiHPle Puzzle Materials
Time dimensions
Helper grade
5 8
Complex puzzle
Minutes for f i r s t  puzzle 
compl e t io n . . .
Seconds elapsed before f i r s t
he! P e r  s t r a t e g y  u s e d . . .
Minutes spent total in helping 
interaction (of 15 minutes
allowable)...
2.39a
13.50
2.56a
4.32a 6.67b **
10.19 9.50
4.95b 7 .55c * *
Simple puzzle
Minutes for f i r s t  puzzle 
c°mpl e t io n . . .
hei"°-ds el aPsed before f i r s t
P e r  s t r a t e g y  u s e d . .
Minutes spent total in helping 
interaction (of 15 minutes
allowable)...
,48a
6.13
.59
, 6 ia b  .8 4 b *
11.88 7.56
.84 1.12
* Significant main e ffe c t  for helper grade at .05 level
S ignificant main e ffec t for helper grade at .01 level
’b>c Means for a given behaviour that have the same le t te rs  do not d i f fe r
signi f ic a n tly
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s ta t is t ic a l ly  s ig n if ic a n t,  X2(2 , £  = 48) = .74, n .s . There was no main 
effec t for helper grade in the amount of time helpers waited prior to 
1TnPlementing th e ir  f i r s t  helping strategy on the Complex puzzle, £ (2 ,  45)
= 0*31, n .s .
The bottom h a lf  of Table 6 shows the time dimensions derived on the 
Simple puzzle. The pattern of findings resembled that for the Complex 
Puzzle. There was an age-related increase in amount of time taken towards 
lni t i a l  completion of the Simple puzzle £ (2 ,  45) = 3.19, £=.05. Grade 8 
helpers took s ig n if ic a n tly  longer than Grade 2 helpers to assist th e ir  
recipients (£< .05). All dyads completed the Simple puzzle at least one 
time. Also, one helper from Grade 2, f iv e  helpers from Grade 5, and f iv e  
helpers from Grade 8 led th e ir  recipients to have a repeated practice t r i a l  
° n the Simple puzzle prior to ending the helping session. There was not a 
sta t is t ic a l ly  s ign ifican t difference in the number of helpers from each 
Srade going on to practice t r i a l s  X2(2, £  = 48) = 4 .04, n .s . However, 
there was a trend for older helpers to spend a greater to ta l amount of time 
ln th e ir  helping sessions on the Simple puzzle and th is  approached 
s ta t is t ic a l significance, £ (2 ,  45) = 3.05, £  = .06. There was no main 
effect for helper grade in amount of time helpers waited prior to 
1mplementing th e ir  f i r s t  helping strategy on the Simple puzzle, £ (2 ,  45) = 
2,13» n.s.
Overall, older helpers spent longer time engaged with recipients on 
hslping tasks of varying levels of d i f f ic u l t y ,  regardless of condition.
Age and outcome -  I t  was proposed that the study explore whether rec i-  
h1ents paired with older helpers, as compared to younger helpers, showed 
9reater learning of the task m aterials. Learning was assessed by the 
recipients' posttest performance score ( i . e . ,  making the puzzles on th e ir
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°wn a f te r  the helping sessions had ended). The scores fo r each puzzle were 
submitted to 3(helper grade) x 2(condition) ANOVAs.
For the Complex puzzle, th is  analysis revealed no main e f fe c t  for  
helper grade, £ (2 ,  42) = 1 .91 , n .s . , or for condition, £ ( 1 ,  42) = .07 ,  
m s.-, and no s ig n if ic a n t  in te rac tion  of helper grade x condition, £ ( 2 ,  42)
= n*s« The mean scores for rec ip ients  of Grades 2, 5 and 8 helpers on 
the Complex puzzle were 11.38, 15.31, and 14.13, out of a to ta l possible 
score of 20.
S im ila r ly ,  the 3(helper grade) x 2(condition) ANOVA on posttest per­
formance scores for the Simple puzzle revealed th a t there were no main 
effects  for helper grade, £ ( 2 ,  42) = .04 , n . s . , or condition, £ ( 1 ,  42) = 
•32, n .s . , and no s ig n if ic a n t in teraction  of helper grade x condition,
F(2, 42) = 2 .05, n .s . The mean scores fo r rec ip ients  of Grades 2, 5 and 8 
helpers on the Simple puzzle were 3 .63 , 3 .69 , and 3 .63 , out of a to ta l  
Possible score of 4 .00 . Thus, recip ients  did not show differences in th e ir  
Earning of the puzzle when paired with older as compared to younger 
helpers.
The above findings l e f t  some question as to  whether the nature of the 
1ntervention was re la ted  to gains in the rec ip ien ts ' s k i l ls  for handling 
^he task m ateria ls . To pursue th is  question fu r th e r ,  the relationships  
between rec ip ien ts ' posttest performance scores and frequency of use of 
helping strateg ies during the i n i t i a l  puzzle completion was assessed with 
pearson product-moment corre la tion  c o e ff ic ie n ts . Also, the relationships  
between posttest performance scores and the rec ip ien ts ' involvement ( i . e . ,  
number of Placements) and production ( i . e . ,  number of H its ) during i n i t i a l  
Puzzle completion was assessed. The findings for these analyses are 
Presented in Table 7.
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Table 7
Relationships Between Recipient Posttest Performance Scores on Complex and 
Rjrcpie Puzzle M aterials and Specific Helper and Recipient Behaviours'
Helper behaviours Recipient behaviours
Posttest Direct Ind irec t help In d irec t Help Placements Hits
Performance help -obvious -subtle
Posttest 
Performance 
score on
im p lex  puzzle - .3 2 *  .18 .02 .12 .33*
Posttest 
Performance 
score on
Simple puzzle .10 - .2 4  - .1 0  .05 .03
Correlation significant at .05 level
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For the Complex puzzle, there was a moderate but s ig n if ic a n t negative 
correlation between Direct Help and rec ip ient posttest performance, £  = 
- .3 2 ,  £< .0 5 . Thus, recip ients  who received greater amounts of Direct Help 
had lower scores in th e ir  posttest performance. In contrast, there was a 
moderate but s ig n if ic a n t  positive corre la tion  between rec ip ien t Hits and 
recipient posttest performance, £  = .33 , £ < .0 5 , suggesting that recip ients  
who were more productive in construction of the Complex puzzle m aterials  
Acquired greater s k i l l  to handle the task m ateria ls . There were no other 
relationships of s ta t is t ic a l  s ignificance for the Complex puzzle.
For the Simple puzzle m ateria ls , there were no s ig n if ic a n t corre­
lations fo r relationships assessed in Table 7. Thus, i t  would seem that  
recipients benefit from more active  successful part ic ip a tio n  for th e ir  
la te r  learning on r e la t iv e ly  complex but not simple helping task
material s.
The correlations discussed above l e f t  some questions as to whether the 
nature of the helper intervention was related  to d if fe re n t  amounts of 
recipient production and p a r t ic ip a t io n .  To pursue th is  question fu r th e r ,  
the relationships between the three classes of helper strateg ies and 
recipient h its  and misses were assessed with Pearson product-moment 
c°rre la t io n  c o e ff ic ie n ts .  The findings for these analyses for the Complex 
and Simple puzzle m aterials are presented in Table 8.
For the Complex puzzle, there was a s ig n if ic a n t negative corre lation  
between Direct Help and rec ip ien t H its , £= - .9 4 ,  £<.0001. Also, there was 
a s ign ifican t negative corre la tion  between Direct Help and rec ip ient  
hisses, £  = - .6 2 ,  £<.0001. Apparently, recip ients who received greater 
amounts of Direct Help on the Complex puzzle made fewer successful or 
Unsuccessful attempts at puzzle construction. This finding is not
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surprising as the opportunity fo r rec ip ient p art ic ip a tio n  was reduced with 
greater physical intervention by the helper. In contrast, there was a 
s ign ifican t positive corre la tion  between Ind irec t Help-obvious and 
recipient H its , £  = .69 , £<.0001. Also, there was a s ig n if ic a n t positive  
correlation between Ind irec t Help-subtle and rec ip ien t H its ,  £  = .65 , 
£.<•0001, as well as between Ind irec t Help-subtle and rec ip ient Misses, £  = 
•54» £<.0001. Thus, recip ients given more deta iled  or e x p l ic i t  information 
for puzzle construction made more successful attempts. Recipients given 
m°re subtle information made more of both successful and unsuccessful 
attempts, which l ik e ly  re f le c ts  th e ir  cognitive part ic ip a tio n  and 
"■trying-out" behaviours on the Complex puzzle.
For the Simple puzzle m ateria ls , there was a s ig n if ic a n t  negative 
correlation  between the amount of D irect Help and rec ip ien t H its ,
Suggesting that more extensive helper intervention l e f t  less opportunity 
f ° r  rec ip ient production. There were no other relationships of s ta t is t ic a l  
Slgnificance for the Simple puzzle. Apparently, the Simple puzzle 
materials were too easy to discriminate helping strateg ies as making a 
difference in rec ip ient performance.
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Table 8
Relationships Between Helper Strategies and Recipient Behaviours on Complex 
jnoi Simple Puzzle M ateria l?
Recipient behaviours
Helper strategy Hits Misses
 ______________________________   Complex puzzle______
Direct help - .9 4  * * * *  - .6 2  * * * *
Indirect help-obvious .69 * * * *  .25
Indirect help-subtle .65 * * * *  .54 * * * *
 Simple puzzle
Direct help - .8 3  * * * *  - .2 3
Indirect help-obvious .10 .11
Indirect help-subtle .08 .10
* * * *  p<.0001
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CHAPTER IV
SUMMARY AND DISCUSSION 
The purpose of the present study was to explore the nature and 
effectiveness of school-age ch ild ren 's  attempts to give task help to  
younger peers placed in th e ir  charge. The study focused on developmental 
changes in helpers' tendencies to promote rec ip ien ts ' use of th e ir  own 
resources to solve problem m ateria ls . Also, the study focused on 
developmental change in the way children adapted th e ir  helping 
"'interventions to charac teris tics  of the task ( i . e . ,  adult-imposed 
^dependence constraints; rec ip ien ts ' progress).
One predominant feature of the findings was the association of 
nncreased use of helping stra teg ies  that allowed rec ip ien ts ' cognitive  
Partic ipation and decision making with more advanced age of helpers. Also, 
helpers showed increasing preference for Ind irec t Help-subtle strategies  
° ver other more d ire c tiv e  types of strategies with advanced age. A major 
a9e s h if t  occurred between Grades 2 and 5 for increasing preference for 
^ d ire c t  Help-subtle strategies over Direct Help or Ind irec t Help-obvious 
st pategies. Furthermore, older helpers responded with more Ind irect  
^elp-subtle strategies than younger Grade 2 helpers following e ith e r  
Successful or fa i lu re  attempts by rec ip ien ts . The finding of a stable  
Ppeference fo r Ind irec t Help-subtle strategies by mid-elementary school-age 
children in th e ir  overall helping is consistent with findings by Barnett 
thofmans] et a l . (1982). Using a forced-choice interview  format, they 
f°und an increasing preference with higher grade for in d ire c t  help 
stpategies as the "best" way to assist a peer with a chore.
90
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Grade 5 helpers showed a preference for Indirect Help-subtle 
strategies in the relative frequency of their strategy use across various 
sets of task materials. However, i t  was not until the eighth grade level 
that helpers demonstrated a stable, transituational preference for Indirect 
Nelp-subtle strategies as the strategies used most frequently to in it ia te  
Piping sessions. Apparently, when only in it ia l  helping attempts are 
considered, child helpers demonstrate a preference for Indirect Help-subtle 
strategies at a later age level than when they are given repeated 
°PPortunity to "try out" various helping responses in ongoing interaction. 
As was noted earlier (see Introduction), some researchers consider such 
rePeated opportunities within the peer interaction process to be an 
1mP°rtant means by which children gradually explore components of social 
Problems and thereby gain in social competence (e .g ., Hartup, 1978; 
6uralnick, 1981).
Older helpers not only made greater use of helping strategies to 
pr°m°te recipients' cognitive participation in the helping process. Also, 
^ey made greater use of important techniques to structure and reinforce 
recipient participation. More specifically, older helpers expressed more 
Positive affirming responses than younger helpers.H In addition, they 
Provided greater structure by in itia ting a greater proportion of recipient 
attempts and recipient successes with the problem materials than the 
^0lJnger helpers. Major age shifts for greater reinforcement and greater
U
Pacing" by older helpers occurred between Grades 5 and 8.
Recording to Michenbaum & Asarnow (1979), giving evaluative feedback and 
Positive reinforcement is an important component of intrapersonal and 
nterpersonal problem solving for children and adults. The generation of 
Plans for actively contributing to the attainment of the problem solution 
s another important component and seems analagous to the generation of 
wiping strategies for helping situations.
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E a rlie r  in th is  paper, i t  was reasoned that helpers might resort to 
less "pacing" of rec ip ients ' problem solving to give recipients greater 
responsibi1i t y  and direction in th e ir  own task performance (see 
Introduction, The Present Study). However, given the overall helping 
aPproach by older helpers ( i . e . ,  the predominance of Ind irect Help-subtle 
strateg ies), the greater "pacing" is now reconsidered to be an appropriate 
technique to f a c i l i t a t e  and maintain greater rec ip ient partic ipation  while 
Minimizing the like lihood that the recip ient w il l  feel overwhelmed and 
frustrated with demands for greater productio n .12 i n fa c t ,  i t  was found 
that recipients paired with older helpers as compared to younger helpers 
contributed more a c tive ly  to production of the task ( i . e . ,  more Hits)  
without evidence of greater fru s tra tio n  ( i . e . ,  Bids for Help, Protests).
I t  is  useful to think that cognitive advances and a greater number and 
Van'ety of helping experiences have contributed to age-associated increases 
1n use of Ind irect Help-subtle strategies (see Introduction, Theoretical 
Approach to the Development of Helping S trateg ies). In the work of many,
^  has been demonstrated that children show increasing awareness and 
9reater conscious control and regulation over th e ir  thought processes with 
age (e .g . ,  Brown, 1978b; Piaget, 1959). In an assessment of children's  
n^°wledge about helping, Barnett [Hofmans] et a l . (1982) reported that  
older children were more l ik e ly  than younger children to regard e ffec tive  
Pip ing  as involving thinking and planning. In th is  study, i t  may be that  
the older children 's  greater orientation to in te rn a lly -o rien ted  processes 
Made them more sensitive to the recip ient as a cognitive processor and to
12
Wood et a l .  (1976) suggested that i t  might be necessary for a tu to r to  
reduce the number of a lte rn a tiv e  movements during acquisition of a s k i l l  
vy reducing the size of the task. Also, they suggested that i t  might be 
important for a tu tor to maintain direction by helping the tutee "risk  
he next step" (p. 98).
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the possibilities for cognitive participation by the recipient in the 
helping problem. The helpers' reflection on their own thinking and 
self-awareness generally, as well as during mastery of the specific problem 
materials,could serve as a referent for understanding the recipient's 
experience (c f . ,  Youniss, 1975). In fact, helpers of various ages were 
heard to comment occasionally on their own experiences in learning the 
Puzzles (e .g ., "This part gave me trouble..."; "You want to know what I did 
when I did th is . . ." ) .
Even i f  helpers perceive recipients as cognitive processors and 
recognize opportunities to activate recipients' thinking skills during 
helping sessions, they may not translate this awareness into behaviour for 
Several reasons. Investigators of developmental change in knowledge- 
hehaviour relationships have suggested that children are most likely to 
demonstrate what strategy-relevant knowledge they have acquired i f  the 
knowledge is activated, the children have the skills to carry out the 
behavioural manifestations of the knowledge, and the children are motivated 
and see the functional value of carrying through with the behaviour 
(Bandura, 1977; Flavell, 1978; Kobasigawa, 1980).
Pratically all of the young Grade 2 helpers in the present study did 
resort to use of Indirect Help-subtle strategies during their helping, even 
though they did not emphasize a preference for Indirect Help-subtle 
strategies. A heightened sensitivity to the functional relevance of 
indirect Help-strategies apparent with the older helpers might have been 
ac9uired through greater helping experiences in which peer feedback and 
s°cietal pressures reflecting achievement values were features (see 
Production, The Salience of School Experience and Social Norms to the 
6^vel°Pment of Children's Strategies for Task Help). Through vicarious and
R e p r o d u c e d  w i t h  p e r m i s s i o n  o f  t h e  c o p y r i g h t  o w n e r .  F u r t h e r  r e p r o d u c t i o n  p r o h i b i t e d  w i t h o u t  p e r m i s s i o n
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actual experiences, helping acts acceptable to themselves and others were 
l ik e ly  retained and repeated in subsequent helping in te ra c tio n s . Events 
that occurred often were grasped as pertinent to  e f fe c t iv e  helping. A 
general account of what usually happens and works was probably developed as 
a "prototype" helping s c r ip t .  Thus, re liance on In d irec t Help-subtle  
strategies was l ik e ly  to develop. Older ch ild ren 's  consistent preference 
tor In d irec t Help-subtle s tra teg ies  and t h e i r  greater use of Ind irec t  
help-subtle strateg ies l ik e ly  a ttes ts  to the f irm ly  established nature of  
th e ir  helping s c r ip ts .
I t  is  reasonable to suppose th a t older ch ild ren 's  greater number of  
cooperative in teractions with th e ir  peers has contributed, as w e ll ,  to  
the ir  greater emphasis on In d irec t Help-subtle s tra teg ie s . In cooperative 
Peer exchanges, children have opportunity to le a rn , p ra c tic e , and 
e te r n a l iz e  the procedures involved in devising plans mutually in 
c° lla b o ra t iv e  e f fo r t  (Vygotsky, 1978, c ited  in Damon, 1984). Even when one 
child  has the competence information tha t the other ch ild  lacks, children  
Can collaborate to "construct knowledge together with the more expert child  
Suiding the d irection  of the in te rac tion " (Damon, 1984, p. 338). In th is  
study , older helpers did seem to press fo r more even and co llaborative  
ef fo r t  from th e ir  rec ip ients  ( e .g . ,  th e i r  ideas) than younger helpers d id . 
Perhaps older helpers generalized from th e ir  experiences in cooperative 
P®er exchanges about ways to estab lish  an atmosphere of respect and 
Glanced exchange.
A second pervasive feature of the findings in th is  study was the 
1r,fluence of task m aterials on helping behaviours. Puzzles of two levels  
01? d i f f ic u l t y  were included to determine generalizabi 1 i t y  of f indings.  
r °m an information processing perspective, i t  is  not unusual or unexpected
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that contextual factors such as complexity of task materials influence 
children's utilization of social and cognitive strategies (Brown, 1978a, 
1978b; Flavell, 1978). In turn, age-associated trends and patterns in 
strategy utilization rather than fixed differences between particular age 
groups of children are usually pursued. Generally, i t  is recognized that 
when the stimulus features or task demands are simplified, there is a 
greater liklihood of triggering what strategy-relevant knowledge even young 
children have available to them. In such cases, age-associated differences 
that are often evident might be reduced or even eliminated. Brown (1978a) 
has termed this a case of "headfitting" of children's knowledge to the 
complexity of the stimulus materials.
Although there was a trend for younger helpers to show more Direct 
Help than older helpers, age-associated decrease in use of Direct Help 
seemed strongly influenced by the nature of the task materials and the unit 
of measurement. Grade 2 helpers did show significantly more direct 
intervention than older helpers on the Complex puzzle, but showed low 
frequencies of Direct Help comparable to that of older helpers on the 
Simple puzzle. Similarly, Grade 2 helpers responded with proportionately 
more Direct Help than older helpers following either successful or failure 
attempts by their recipients. One exception to this pattern was that in 
context of recipient successes on the Simple puzzle, the Grade 2 
Pipers showed low amounts of Direct Help similar to the older helpers. 
Notably, significantly more of the Grade 2 helpers but fewer helpers from 
the higher grade levels initiated help-giving with Direct Help on the 
Simple puzzle, or resorted to i t  at least once. From a measurement 
standpoint, i t  seems that developmental trends in response strength for 
Direct Help strategies are most sensitively detected with relatively
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complex helping task m ateria ls  and with a tten tion  to i n i t i a l  in terven tions ,  
apparently, when helpers are given opportunity to  " try  out" helping 
responses in ongoing in terac tion  with simple task m a te r ia ls , age-related  
change in use of D irect Help is  reduced and even e lim inated .
S im ila r ly ,  Grade 2 helpers emphasized the primacy of th e i r  own active
r° le  in helping with Complex puzzle m ateria ls ; they used Direct Help
strategies s ig n if ic a n t ly  more often than e ith e r  of the less in tru s ive  
P ip in g  s tra teg ie s . However, with r e la t iv e ly  simple m ate ria ls , Grade 2
helpers lessened the emphasis on t h e i r  own d ire c t  in te rven tio n . They
showed as many attempts at d ire c t  in tervention as in d ire c t  help strategies  
promote rec ip ien t involvement on simple m ate ria ls . Perhaps young 
helpers were more inc lined to recognize opportunities for rec ip ien t  
Partic ipation and p o s s ib i l i t ie s  fo r de-emphasizing Direct help on the 
Simple puzzle.
Apparently, the "production threshold" (Belmont & B u t te r f ie ld ,  1977,
P* 444) for use of several adaptive helping behaviours by younger children  
1n comparison to older children was reached with Simple task m ateria ls .  
Whereas the Simple task m ateria ls  minimized developmental d ifferences ,  
Complex task m ateria ls  highlighted the wider scope and complexity of 
halping techniques accessed by older ch ild ren . With advanced age, helpers 
Were found to use increasingly  more Maintenance behaviours and Ind irec t  
Wslp-obvious stra teg ies  on the Complex puzzle with age s h if ts  occurring 
between Grades 5 and 8. In contrast, there were no age-associated changes 
ln use of these behaviour categories on the Simple puzzle. Increased use 
Maintenance behaviours might r e f le c t  greater a d a p ta b il i ty  and 
Pes°urcefulness of older helpers. Observational research has reported 
child  helpers to use a type of "sociable helping" behaviour which does not
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aid appreciably in getting the task done but which does show interest and 
attention to the recip ient (Senior et a l . ,  1981). S im ila r ly , in the 
Present study the Maintenance behaviours might have served the function of 
indicating the helpers' in terest and attention to recipients to maintain 
their involvement and p art ic ip a tio n . I f  so, older helpers used more of 
these behaviours than younger helpers when i t  seemed p a rt ic u la r ly  adaptive 
tor them to do so ( i . e . ,  greater e f fo r t  required on the Complex puzzle 
demands more support).
S im ila rly , older helpers used comparably more Ind irect Help-obvious 
strategies than younger helpers when i t  was seemed adaptive to do so ( i . e . ,  
the recipient was l ik e ly  to encounter d i f f ic u l ty  with Complex m ateria ls ).
In contrast, helpers of a l l  grades used i t  at comparably low frequencies 
with Simple m aterials. In any case, older helpers did not show a 
distinguishing preference for Direct Help over Ind irect Help-obvious 
strategies. Apparently, they found e ith er  form of intervention to be too 
directive . In contrast, Grade 2 helpers used Direct Help s ig n if ic a n tly  
more than Indirect Help-obvious strategies on e ither puzzle.
I t  is l ik e ly  that the metacognitive advances discussed for Indirect 
^ Ip -s u b tle  strategies accounted in part for age-related increases in use 
Indirect Help-obvious strategies when need for that strategy was most 
Passing. Also, researchers have found that levels of functional 
c°mmunication s k i l ls  increase markedly during childhood and adolescence 
Burleson, 1982). For example, Markman (1977) found that older 
children (in mid-grade school years) were more l ik e ly  to monitor the 
c°roprehensibi1i ty  ( i . e . ,  completeness) of verbal instructions and messages, 
and better able to think about mentally applying them than younger children 
(in early grade school years). Older children are found to use comparably
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Nore c lear referents  and spec if ic  labels in th e ir  helping and collaboration  
with peers than younger children (Cooper, 1980; Cooper e t  a l . ,  1982a), 
although even preschool age children can repair  ambiguity in th e ir  
communications (Guralnick & Paul-Brown, 1981).
In the present study, i t  was thought th a t even the youngest helpers 
Possessed communication s k i l ls  needed to give e x p l ic i t  ins truction  about 
Placement of puzzle pieces i f  th a t was th e ir  in tention ( e .g . ,  could simply 
Point to puzzle piece and i t s  lo c a t io n ) .  In fa c t ,  there were only three  
Grade 2 helpers who did not use any In d ire c t  Help-obvious stra teg ies  on 
eith e r  puzzle. Also, there is  research reporting tha t even preschool 
children can help with simple task m ateria ls  through a to ta l  reliance on 
ind irect helping stra teg ies  i f  they are e x p l ic i t ly  prohibited from using 
th e ir  hands ( e .g . ,  Feshbach & Devor, 1969). S t i l l ,  a weakness of the 
Present study was that there was not a d is t in c t io n  made in the helpers' 
lntentions fo r c la r i t y  of messages when using in d ire c t  help s tra teg ie s . I t  
Night be th a t helpers sometimes intending to use more spec ific  verbal or 
n°nverbal instructions about placement of puzzle pieces gave incomplete or 
ambigUOus messages. Nevertheless, i t  is u n like ly  that th is  weakness would 
e^iminate the age-associated increases fo r e ith e r  In d ire c t  Help-subtle  
strategies or Ind irec t Help-obvious s tra teg ie s . However, i t  might account 
^0r Grade 2 ch ild ren 's  greater preference fo r D irect Help stra teg ies  over 
^ d ire c t  Help-obvious s tra teg ies .
To be more d e f in i te  about helpers' in tentions fo r  the level of 
lr,formation given, the study could be revised to include an interview  
Peri°d  following the vidoetaped helping sessions. The videotapes could be 
reviewed with the child  helpers to inquire about the intended level of 
c°ntent for apparent in d ire c t  help s tra teg ie s . For example, helpers could
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be asked, "Are you try in g  to  t e l l  her exactly  where the puzzle pieces go,
°r  are you try in g  to give her a h int to  figure i t  out herself?"
A th ird  major feature of the findings was the absence of condition  
effects on strategy use. The study proposed to examine the way in which 
children adapted use of helping stra teg ies  to an adult-imposed independence 
constraint. I t  was found that there were no differences in strategy use 
distinguishing the two conditions. In f a c t ,  the patterns of developmental 
change in strategy use resembled in terv iew  responses by children in the "no 
constraint" s itu a tio n  in the study by Barnett [Hofmans] e t a l . (1982). The 
Present resu lts  are surprising given th a t Barnett [Hofmans] e t a l .  (1982) 
found th a t Grade 3 and 6 children modified t h e i r  verbalizab le  judgements of 
helping strateg ies when an independence constraint was described to be 
°Perating in helping s itu a tio n s . The finding of no condition e ffe c ts  for  
strategy use by helpers from higher grade levels  seems p a r t ic u la r ly  sur­
prising. Other researchers have reported mid-elementary school-age 
children to be quite a t te n tiv e  to  adult instructions on th e ir  behaviours 
(Brady, Newcomb, & Hartup, 1983).
I t  may be that there were no condition e ffec ts  because some helpers 
1111 sinterpreted in s tru c tio n s . Helpers were to ld  that a posttest would be 
carried out with the rec ip ien t alone at the end of each helping session.
^he inclusion of two puzzles necessitated mention of posttesting in the 
1r|structions. In tu rn ,  helpers might have confused instructions given for  
t be Independence condition ( i . e . ,  the period of the helping session) as 
1nstructions to prepare the rec ip ien t for independent performance at the 
end of the session ( i . e . ,  during p o s ttes tin g ). In other words, helpers 
mi9ht have in terpre ted  instructions to mean tha t a constraint would be 
1rilPosed in a future s ituation  rather than during the actual helping
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Process. The fac t that many dyads (over 20%) went on to repeated practice  
t r ia ls  with a puzzle a tte s ts  to  th e ir  focus on re c ip ie n ts ' future  
Performance. S im ila r ly ,  a tten tion  to post-evaluation procedures is  
emphasized in school s ituations  where material presented has to be
recalled.
At the same tim e, ch ild ren 's  responses in in terv iew  studies about 
hypothetical "constraint" and "no-constraint" s ituations might have 
underestimated the complexity of operations involved in ongoing in te rac tion  
° f  helper, task , and strategy variab les during actual helping process.
^hat i s ,  the actual behaviour of Grade K rec ip ients  might have added to 
Possible m is in terpre ta tion  by helpers in the Independence condition.
O verall, Grade K recip ients  did not manifest greater i n i t i a t i v e ,  
s e lf - re l ia n c e ,  or self-assertiveness thought to characterize independence 
striv ings in children (Hartup, 1974). For example, rec ip ients  in the 
Independence condition did not make fewer bids fo r help or protests, or 
more construction attempts. According to s c r ip t  theoris ts  (Schank &
Abel son, 1977), "actions speak louder than words" for determining goals for  
Scripts (p. 108). Obviously, the externally-imposed independence 
c°nstra in t was not adopted by recip ients  as th e ir  own "goal plan" ( i . e . ,  as 
the ir  desire to complete the task independently). Instead, a commonality 
among recip ients  seemed th e ir  openness to receive help. In tu rn , helpers 
Seemed to resort to helping scrip ts  usually activated in "no constraint"  
Sltuations. In te re s t in g ly ,  with many of the older helpers goals for  
^dependent achievement were implied regardless of experimental condition.
To improve c r e d ib i l i t y  of the manipulation for creating an 
independence co n stra in t,"  the study could be rep licated  with a single set 
bask m ateria ls  and elim ination of reference to posttesting in the
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ins tructions . To ensure salience of the instructions fo r rec ip ien ts '  
independent performance, the purpose or functional relevance of the imposed 
constraint should be made e x p l ic i t  ( e .g . ,  so tha t rec ip ien t "can feel proud 
of what she accomplishes on her own"). Then observational procedures could 
be supplemented with in terv iew  data to assess whether helpers used 
information about s itu a tio n a l constraints to decide helping procedures. 
Other researchers have emphasized the importance of ensuring children  
recognize the functional value of implementing what s tra tegy-re levant  
knowledge they have ava ilab le  to  them when assessing strategy use ( e .g . ,  
Brown 1978b; F la v e l l ,  1978, Michenbaum, & Asarnow, 1979).
The helper grade x condition in te rac tion  fo r proportion of rec ip ien t  
Placements th a t were in i t ia te d  by helpers was the only reportable condition 
effe c t  found in the study. Thus, i t  might re f le c t  a random e f fe c t .  On the 
other hand, the in te rac tion  hinted tha t for older helpers, who used 
Predominantly in d ire c t  helping s tra te g ie s , conditions were distinguished by 
the way in which helpers implemented such stra teg ies  to lead in structuring  
recipient responses. I f  so, Grade 8 helpers provided less structure under 
the Independence than Control condition. The uninterpretable aspect in 
^composition of th is  in te rac tion  e f fe c t  is  th a t  Grade 2 helpers provided 
greater in i t ia t io n  of rec ip ie n ts ' placements in Independence than Control 
conditions. Resolution of th is  question w i l l  require fu rth er  research, as 
°ut lin e d  previously, and re p lic a tio n  of f indings.
Effectiveness of c h ild ren 's  helping was examined also for  
E d if ic a t io n s  in helping stra teg ies  on the basis of rec ip ien ts ' progress 
^ • e . ,  successes, f a i lu r e s ) .  The modifications made by helpers seemed 
effe c t iv e  adaptations. That i s ,  helpers at a l l  grade levels  increased 
the ir  use of subtle in d ire c t  interventions when rec ip ients  were successful
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1n performance attempts over th a t used when rec ip ients  were making 
roistakes. Conversely, helpers at a l l  grade levels  used more e x p l ic i t  and 
obvious instructions following rec ip ien t fa i lu re s  than rec ip ien t  
successes. Also, helpers at a l l  grade leve ls  adaptively  lessened e x p l ic i t  
instructions following rec ip ien t successes on Simple puzzle comparable to  
r®cipient successes on the Complex puzzle. These resu lts  are consistent 
with research reporting th a t even young preschool children increase 
s p e c if ic ity  of th e ir  communications in responding adaptively  to  another's  
behaviours ( e .g . ,  Guralnick & Paul-Brown, 1980). What is  notable about the 
Present findings is th a t children can be more spec ific  in th e ir  
communications and do th is  as a way to vary t h e i r  level of a id .
Notably, child  helpers did not appear to  give comparably more Direct 
e^lp to rec ip ients  under fa i lu re  contexts than successful contexts, as i t  
Was deemed adaptive for them to  do. Perhaps m odification of Direct Help to  
recip ient progress occurred but was not evidenced by the unit of 
helper-rec ip ien t exchange used in th is  study. For example, helpers might 
heve increased Direct Help following every second or th ird  fa i lu re  by the 
rGc ip ie n t.  A more complex analyses of sequential patterns in the data 
n,19ht be f r u i t f u l  to examine the nature of connectedness of Direct Help to  
recipient progress.
Help-giving is thought to  be a major function of ch ild ren 's  re la tion s  
Wlth younger peers (Hartup, 1978, 1983). Developmental changes evidenced 
ln the present study suggest that the functional s ign ificance of 
help_giving d if fe re d  among older, and younger helpers. O vera ll,  younger 
helpers seemed focused on task completion whereas older helpers seemed 
1ntent on having young rec ip ients  in te g ra l ly  and maximumly involved in task 
c°mP letion . Although children of various ages showed s im ila r  v a rie ty  of
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strategies in th e ir  re p e rto ire ,  older helpers were more l i k e ly  to  emphasize 
helping stra teg ies  and techniques tha t "help others to  help themselves." 
Additional findings suggest th a t the approach of older helpers was not 
simply an easier approach for them. Instead, i t  demanded persistence and 
Patience in helping. That i s ,  older helpers expended greater number of 
behaviours in helping, took longer time with rec ip ients  in the task 
completion, and they remained v o lu n ta r i ly  in the helping sessions for  
longer periods o f tim e. Thus, some conscious commitment to  the helping 
aPproach by older helpers seemed l i k e ly .
I t  should be noted th a t helpers of various age leve ls  did ensure that  
the job was done ( i . e . ,  puzzles were completed). However, the helping 
aPproach by older helpers had a greater l ik l ih o o d  of maximizing positive  
benefits while minimizing the po ss ib lity  of negative social and personal 
consequences fo r  rec ip ients  (see In tro d u c tio n ). Greater amounts of 
rec ip ien t production in the helping sessions were associated with be tte r  
Earning of Complex task m ateria ls . Also, greater use of D irect Help 
strategies was negatively  associated with higher learning performance on 
Complex task m ateria ls . Although corre la tions were moderate, they were in 
doping with the notion that greater involvement by the rec ip ien t in 
bolping process can produce greater rec ip ien t competence with d i f f i c u l t  
^ t e r i a l s .  Presumably, other factors operate as well to a f fe c t  short-term  
Posttest evaluations of learning of m ateria ls  ( e .g . ,  incidental learn ing;  
recipients ' comfort level and s k i l ls  with puzzles generally ; rec ip ien ts '  
comfort about being " tes te d " ).
On the other hand, the benefic ia l e ffe c ts  of the helping approach by 
°lder children in comparison to that of younger children might have been 
m° re c le a r ly  distinguished on a tra n s fe r  task of learning g en era liza tio n .
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Because the older helpers in th is  study guided rec ip ients  through parts of 
the task and encouraged generation of ideas for accomplishing those parts 
the task , th e ir  approach resembled more c losely the kinds of a c t iv i t ie s  
employed in interpersonal problem solving than the approach of younger 
helpers. Also, because rec ip ients  of older helpers showed more performance 
accomplishments ( i . e . ,  H its ) than rec ip ients  of younger helpers, i t  might 
he tha t th e ir  re c ip ie n ts ' sense of s e l f -e f f ic a c y  was enhanced for dealing  
with s im ila r  task m ateria ls . The question of whether the helping approach 
by older helpers produces more generalized or enduring changes in 
rec ip ie n ts ‘ coping s k i l ls  and problem-solving behaviours requires fu rther  
research. Further study of ch ild ren 's  helping might include a tran sfe r  
task of rec ip ien ts ' learning genera lization  and an in terv iew  period to  
assess rec ip ie n ts ' feelings of worth and competence following helping
sessions.
The g en era lizab i1i t y  of the findings of th is  study are delim ited by 
the populations sampled and the nature of the setting  in which the findings  
Were derived. For example, the present study sampled rec ip ients  of one age 
leve l. Other research (Ludeke & Hartup, 1983) has demonstrated that  
helpers from various elementary grade leve ls  increase the amount of help 
9"iven with a greater age d ifference between rec ip ien t and helper.
The experimental setting  is  a r t i f i c i a l  but necessary fo r c la r i fy in g  
components of the helping process. Helping in n a tu ra l is t ic  settings is  
complex. Cooper et a l . (1982b) have outlined several immportant ways that  
children is dyadic exchanges are l ik e ly  to  d i f f e r  in an experimental 
Sltuation from a n a tu ra l is t ic  s itu a t io n . The laboratory setting  elim inates  
competing d is tractions  and the need to sustain a partner's  a t te n tio n .
Also, i t  e lim inates need for the helper or rec ip ien t to seek out and
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negotiate a helping re la tionship  ( c f . ,  Cooper e t a l . ,  1982b). Given that  
there are s tr ik in g  individual differences in the frequency of spontaneous 
Peer learning and helping exchanges (Cooper et a l . ,  1982b; Damico & Watson, 
1976; Mussen & Eisenberg-Berg, 1977), i t  is  s ig n if ic a n t that the 
experimental s ituation  provided an opportunity to observe children who 
'night not engage spontaneously in helping in te rac tio n s . Children in the 
Present study were requested to engage in the helping process, making the 
findings most generalizable to "compliant" helping s ituations ( c f . , Ladd, 
Lange, & Stremmel, 1983). Notably, when helpers were requested to a s s is t,  
there were no age differences in the number of helpers who refrained from 
intervening ( i . e . ,  p ra c t ic a l ly  a l l  helpers used one helper s tra teg y ),  or in 
the amount of time within which they in i t ia te d  in terven tion .
Socia lization is a process by which children learn a ttitud es  and 
actions that are s o c ia lly  useful and personally satis fy ing  to themselves 
and others ( c f . ,  Baumrind, 1980). The present study describes 
developmental changes in ch ild ren 's  helping which are congruent with 
Captation to our North American c u ltu re . With advanced age, children show 
1ncreasing potential for productive and mutually sa tis fy ing  helping 
Pp°cedures in th e ir  behaviours as they have shown in th e ir  knowledge about 
effe c t iv e  helping (Barnett [Hofmans] et a l . ,  1982). Yet, even early  
e^ementary school children can be found to make adaptive accommodations in 
the ir  helping behaviours. Whether or not peer helping is  promoted in home 
and school environments w i l l  l ik e ly  l im i t  or expand the p o te n t ia l i t ie s  for  
been f a c i l i t a t io n  that children throughout the elementary school years are 
shown to possess.
Information bearing on ch ild ren 's  general tendencies and probable 
Nodes of in teraction  during interpersonal helping can be exploited as 
^ s e l in e  data" for promoting e f fe c t iv e  peer helping and teaching in home 
R e p r o d u c e d  w i t h  p e r m i s s i o n  o f  t h e  c o p y r i g h t  o w n e r .  F u r t h e r  r e p r o d u c t i o n  p r o h i b i t e d  w i t h o u t  p e r m i s s i o n .
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and school. The findings of the present study have relevance to the use of 
students w ith in peer tu to ring  programs in elementary schools. Young 
elementary school children might be q u a lif ie d  to assist with development of 
pote s k i l ls  th a t require simple demonstration ( e .g . ,  as with counting 
tasks), in contrast, i f  the aim of the program is  to create an atmosphere 
° f  se lf-d iscovery  or to promote rec ip ie n ts ' s k i l ls  fo r  th inking through 
Problems ( e .g . ,  as with reading comprehension or arithm etic  word problems), 
then grade 8 students seem the more q u a lif ie d  peer tu to rs .
Investigators of s c rip t theory observe behaviours and in fe r  the 
axistence of scrip ts  from the roles being enacted. Scripts specify general 
rules fo r in te rac tion  and are thought to be learned and organized by goal 
structures (see Introduction, Theoretical Approach to the Development of 
P ip in g  S tra te g ie s ) .  Generally , the goal in helping scrip ts  is to  overcome 
°6stacles in the re c ip ie n t 's  goal plan. According to the present f ind ings , 
eyen i f  the re c ip ie n t 's  goal plan is  simple task completion, older ch ild  
P ip e rs  seem to base th e ir  s tra teg ies  and techniques on some c r i te r io n  of  
^ Ip fu ln e s s  other than simple task completion. Indeed, there appear to be 
a9e changes in goals for helping s c r ip ts . For younger helpers, the goal 
Seems pr im arily  to "get the job done." For older child  helpers, the goal 
seems focused on encouraging the rec ip ien t to  be productive, as well as to  
Set the job done." Thus, in the process of being helped by older helpers, 
Young children have opportunity for so c ia liza tio n  to independence and 
achievement norms. In sum, as was noted by Hartup (1978), the peer 
Cultu re  does seem to re inforce the societal norms and values of the core
cu lture .
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Table 9
Inter.iudae Reliability  for Scoring Categories for Helper and Recipient 
Behaviours
Number o f %
scored events Disagreements Agreements
Helper behaviour codes
D ire c t  he lp :
H its 640 0 100
Misses 68 0 100
In d i r e c t  help-obvious 299 12 96
In d ir e c t  h e lp -s u b t le :
General 135 6 96
P lacem ent-re la ted 909 35 96
P o s it iv e  feedback 504 3 99
Negative feedback 519 3 99
Maintenance behaviours 642 8 99
Verbal rehearsal 3 0 100
Other 80 2 98
Recipient behaviour codes
Placements:
H its 578 2 100
Misses 473 1 100
H its  i n i t i a t e d  by he lper 348 6 98
Misses i n i t i a t e d  by he lper 187 5 97
Bids fo r  help 320 6 98
Describ ing/Expl a in in g 143 0 100
Protests 26 0 100
P o s it iv e  feedback 163 4 98
Negative feedback 38 1 97
Maintenance behaviours 930 5 99
Other 60 0 100
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Table 10
Number of Helpers a t Each Grade Level Using a P a rticu la r  Helping Strategy  
at Least Once During Helping on Complex and Simple Puzzle M aterials
Helper strategy
Helper grade Direct help Ind irec t help-obvious Ind irect help-subtle
— (n = 16)______________________________
Complex puzzle
Grade 2 16 11 14
Grade 5 16 14 16
Grade 8 15 16 16
Simple puzzle
Grade 2 16 6 10
Grade 5 8 6 14
Grade 8 6 5 15
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Table 11
.Number of Helpers a t Each Grade Level Using a P a rt ic u la r  Helping Strategy  
jo  In i t ia t e  Helping on Complex and Simple Puzzle M aterials
Helper strategy
Helper grade Direct help In d ire c t  help-obvious Ind irec t help-subtle
- l H  = 16)____________________________ __ _______________________________________
Complex puzzle
Grade 2 9 0 7
Grade 5 9 0 7
Grade 8 1 1 14
Simple puzzle
Grade 2 9 1 6
Grade 5 2 1 11
Grade 8 0 0 15
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Table 12
Analysis of Variance of Frequency of Helper Strategy Use fo r Helper Grade, 
Condition, and Strategy Type on Complex Puzzle Material's
* * *
* * * *
P<.001
P<.0001
Source SS df MS £
Helper grade (A) 1479.51 2 739.76 10 .74***
Condition (B) 0.69 1 0.69 0.01
AB 335.43 2 167.72 2.44
Subjects (AB) 2891.92 42 68.86
Strategy type (C) 4142.89 2 2071.44 1 8 .5 7 ****
AC 5173.11 4 1293.28 1 1 .5 9 ****
BC 54.06 2 27.03 0.24
ABC 353.19 4 88.30 0.79
t  x subjects (AB) 9370.08 84 111.55
Tabl
Anal
e 13
pilgjysis of Variance of Frequency of Helper Strategy Use for Helper Grade, 
^Snpition, and Strategy Type on Simple Puzzle Materials
Source
Helper grade (A) 
^ n d it io n  (B)
Objects (AB) 
Strategy type (C)
BC
ABC
C x subjects (AB)
SS df MS _F
14.39 2 7.19 2.34
1.78 1 1.78 0.58
16.72 2 8.36 2.72
129.00 42 3.07
105.56 2 52.78 2 9 .1 2 ** **
66.19 4 16.55 9 .1 3 ** * *
5.06 2 2.53 1.39
14.94 4 3.74 2.06
152.25 84 1.81
* * * * P<.0001
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Table 14
Analysis of Variance of Proportion of Recipient Placements tha t were
in i t ia te d  by Helpers for Helper Grade , Condition, and Puzzl e D i f f ic u l ty
Source SS df MS £
Hal per grade (A) 1.32 2 .66 5 .41**
Condition (B) 0.15 1 0.15 0.27
AB 1.40 2 0.70 5 .74**
Subjects (AB) 4.63 38 0.12
Puzzle d i f f ic u l ty  (C) 0.34 1 0.34 3.94
AC 0.07 2 0.03 0.40
BC 0.09 1 0.09 1.08
ABC 0.42 2 0.21 2.46
c x subjects (AB) 2.81 33 0.09
* *  £<.01
T a b l e  15
■plIiLlysis of Variance of Proportion of Recipient Hits that were In i t ia te d  
•SQ e T p e rs  for Helper Grade, Condition, and Puzzle D i f f ic u l t y
Source
Helper grade (A)
Condition (B)
Objects (AB)
^221 e d i f f i u c l t y  (C )
BC
ABC
 ^ x subjects (AB)
* *  £<.01
SS df MS
1.70 2 0.85 6 .62**
0.00 1 0.00 0.02
0.57 2 0.28 2.20
4.87 38 0.13
0.71 1 0.71 8 .1 0 **
0.22 2 0.11 1.26
0.04 1 0.04 0.46
0.54 2 0.27 3.05
2.73 31 0.09
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Table 16
Analysis o f  Variance o f  Proportion o f  D irec t Help S tra teg ies to  Follow
Recipient H its  fo r  Helper Grade, Cond it ion , and Puzzle D i f f i c u l t y
Source SS df MS £
Helper grade (A) 1.71 2 0.86 6 .8 9 **
Condition (B) 0.01 1 0.01 0.04
AB 0.15 2 .07 0.59
Subjects (AB) 4.81 38 0.13
Puzzle d i f f ic u l t y  (C) 0.74 1 0.74 9 .8 3 **
AC 1.56 2 0.58 7 .70**
BC 0.01 1 0.01 0.16
ABC 0.02 2 0.01 0.13
C x subjects (AB) 2.33 31 0.08
* *  £<.01
Tab le  17
j-UfHysis of Variance of Proportion of Direct Help Strategies to Follow 
Bgcipient Misses for Helper Grade, Condition, and Puzzle D i f f ic u l ty
Source SS df MS £
Helper grade (A) 1.66 2 0.83 7 .37**
Condition (B) 0.00 1 0.00 0.00AB 0.37 2 0.19 1.65
Objects (AB) 3.93 35 0.11
Puzzle d i f f iu c l ty  (C) 0.02 1 0.02 0.26
0.30 2 0.15 2.04BC 0.02 1 0.02 0.26
ABCp 0.23 2 0.11 1.55
u * subjects (AB) 1.16 16 0.07
* *  £<.01
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Table 18
Analysis o f  Variance o f  Proportion o f  In d ire c t  Help-obvious S tra teg ies to
jo i lo w  Recipient H its  fo r  Helper Grade, Cond it ion , and Puzzle D i f f i c u l t y
Source SS df MS £
Helper grade (A) 0.08 2 0.04 1.50
Condition (B) 0.06 1 0.06 2.26
AB 0.02 2 0.01 0.45
Subjects (AB) 0.99 38 0.03
Puzzle d i f f ic u l t y  (C) 0.20 1 0.20 6 .57*
AC 0.00 2 0.00 0.03
BC 0.00 1 0.00 0.07
ABC 0.03 2 0.01 0.45
C x subjects (AB) 0.96 31 0.03
* £  < .05
Table 19
i L^aVysis of Variance of Proportion of Ind irec t Help-obvious Strategies to  
£o*iow Recipient Misses for Helper Grade, Condition, and Puzzle D i f f ic u l ty
Source
Jtelper grade (A) 
Condition (B)
Subjects (AB)
Muzzle d i f f iu c l t y  (C)
AC
BC
ABC
C * subjects (AB)
SS df MS IF
0.13 2 0.07 0.56
0.23 1 0.23 1.97
0.11 2 0.06 0.47
4.08 35 0.12
0.04 1 0.04 0.49
0.07 2 0.03 0.39
0.00 1 0.00 0.03
0.05 2 0.03 0.31
1.34 16 0.08
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Table 20
Analysis of Variance of Proportion of In d ire c t  Help-subtle Strategies to
follow Recipient Hits fo r  Helper Grade , Condition, and Puzzle Di f f ic u l  ty
Source SS df MS £
Helper grade (A) 6.54 2 3.27 3 2 .3 2 ** * *
Condition (B) 0.00 1 0.00 0.02
AB 0.00 2 0.00 1.00
Subjects (AB) 3.85 38 0.10
Puzzle d i f f i c u l t y  (C) 0.07 1 0.07 0.59
AC 0.13 2 0.07 0.60
BC 0.07 1 0.07 0.62
ABC 0.01 2 0.01 0.06
C x subjects (AB) 3.40 31 0.11
* * * * £  < .0001
Tabl e 21
■feja lysis  of Variance of Proportion of In d ire c t  Help-subtle Strategies to  
£°Tiow Recipient Misses fo r Helper Grade. Condition, and Puzzle b i f f ic u l t y
Source
Helper grade (A) 
Condition (B)
O bjects (AB)
^jzzle d i f f iu c l t y  (C)
BC
ABC
C x subjects (AB)
SS df MS £
1.71 2 0.85 9 .9 4 ** *
0.05 1 0.05 0.58
0.60 2 0.30 3.48
3.00 35 0.09
0.38 1 0.38 3.68
0.23 2 0.11 1.10
0.23 1 0.23 2.28
0.32 2 0.16 1.55
1.64 16 0.10
£  < .001
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Table 22
Analysis of Variance of Proportion of Direct Strategies fo r  Helper Grade,
Condition, Puzzle D i f f ic u l ty ,  and Recipient Performance
Source
Helper grade (A)
Condition (B)
AB
Subjects (AB)
puzzle d if f ic u lty  (C)
AC
BC
ABC
C x subjects (AB)
Recipient performance (D) 
A U
bd
abd
C x subjects (AB)
CD
ACD
BCD
abcd
x subjects (AB)
SS df MS F
2.91 2 1.45 14.04****
0.00 1 0.00 o’.o i
0.09 2 0.04 0.43
3.52 34 0.10
0.34 1 0.34 4.08
0.02 2 0.01 0.15
0.03 1 0.03 0.39
0.17 2 0.08 1.00
1.25 15 0.08
0.08 1 0.08 0.71
0.10 2 0.05 0.45
0.00 1 0.00 0.04
0.04 2 0.02 0.22
3.68 34 0.11
0.03 1 0.03 0.86
0.89 2 0.45 11.69**
0.02 1 0.02 0.63
0.02 2 0.02 2.84
0.57 15 0.04
* *
* * * * £  < -01 £  < .0001
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Table 23
Analysis of Variance of Proportion of Indirect Help-obvious Strategies for
Helper Grade, Condition, Puzzle D i f f ic u l ty ,  and Recipient Performance
Source SS df MS
[helper grade (A)
Condition (B)
AB
Subjects (AB)
Puzzle d ifficulty (C)
AC
BC
ABC
C x subjects (AB)
Recipient performance (D) 
BD
abd
D x subjects (AB)
CD
ACD
BCD
ABCD
CD x subjects (AB)
0.23 2 0.11 1.25
0.25 1 0.25 2.74
0.03 2 0.01 0.15
3.09 34 0.09
0.10 1 0.10 1.23
0.06 2 0.03 0.41
0.03 1 0.03 0.32
0.02 2 0.01 0.14
1.16 15 0.08
0.64 1 0.64 9.98***
0.09 2 0.04 0.67
0.00 1 0.00 0.02
0.21 2 0.11 1.68
2.16 34 0.06
0.00 1 0.00 0.00
0.03 2 0.01 0.44
0.00 1 0.00 0.10
0.09 2 0.05 1.40
0.50 15 0.03
* * * £  < .001
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Table 24
ilelper Grade. Condition. Puzzle D i f f ic u l t y ,  and Reci pient Performance
Source SS df MS £
Helper grade (A) 5.65 2 2.82 2 7 .5 8 ** * *
Condition (B) 0.10 1 0.10 0.99
AB 0.13 2 0.07 0.63
Subjects (AB) 3.48 34 0.10
Puzzle d i f f i c u l t y  (C) 0.28 1 0.28 2.37
AC 0.12 2 0.06 0.51
BC 0.16 1 0.16 1.31
ABC 0.17 2 0.08 0.70
C x subjects (AB) 1.80 15 0.11
Recipient performance (D) 0.75 1 0.75 1 2 .0 5 ***
AD 0.34 2 0.17 2.71
bd 0.01 1 0.01 0.18
ABD 0.79 2 0.40 6 .3 3 **
C x subjects (AB) 2.12 34 0.06
CD 0.02 1 0.02 0.45
acd 0.09 2 0.04 0.57
BCD 0.01 1 0.01 0.12
abcd
A 0.34 2 0.17 2.20
x subjects (AB) 1.14 15 0.08
* *  P < 
* *  P  <
* * * *  i  <
.01
.001
.0001
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Table 25
Means. Standard Deviations and Number o f  Helpers4- fo r  D ire c t Help
S trateg ies a t Each Level o f  Helper Grade, C ond it ion , and Puzzle D T f f ic u l ty
Complex puzzle Simple puzzle
Nelper 
grade
Condition
(n. = 8) n+ M SD n+ M SD
2 Control 8 16.50 7.29 8 1.63 .74
2 Independence 8 20.00 4.90 8 2.00 .93
5 Control 8 12.50 8.05 4 1.13 1.55
5 Independence 8 13.00 6.89 4 1.25 1.49
8 Control 8 9.25 5.92 3 .88 1.25
__8 Independence 7 9.25 8.43 3 1.13 1.64
Number of helpers using behaviour
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Table 26
Means. Standard Deviations and Number o f  Helpers fo r  Helper H its  a t  Each
Level o f  Helper Grade, Condition and Puzzle D i f f i c u l t y
 Complex puzzle Simple puzzle
Helper Condition
grade (n = 8) n+ M SD n+ M SD
2 Control 8 15.50 7.33 8 1.63 .74
2 Independence 8 17.75 4.23 8 2.00 .93
5 Control 8 11.50 7.39 4 1.00 1.31
5 Independence 8 11.88 7.24 4 1.25 1.49
8 Control 8 7.38 4.78 3 .75 1.04
__8 Independence 7 8.25 6.92 3 1.13 1.64
Number of helpers using behaviour
Table 27
Ijgans, Standard Deviations and Number of Helpers fo r  Helper Misses at Each 
■Lgvei of Helper Grade, Condition and Puzzle D i f f ic u l t y
Hel per 
9rade
Condition 
(n = 8)
Complex puzzle Simpl e puzzl e
n+ M SD £Lt M SD
2 Control 6 1.00 .76 0 .00 .00
2 Independence 8 2.25 1.28 0 .00 .00
5 Control 2 1.00 1.41 1 .13 .35
5 Independence 4 1.13 2.23 0 .00 .00
8 Control 5 1.88 2.36 1 .13 .35
_ _8 Independence 4 1.00 1.69 0 .00 .00
Number of helpers using behaviour
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Table 28
Means,. Standard Deviations and Number o f  Helpers fo r  In d ire c t  Help-obvious
Strategies a t  Each Level o f  Helper Grade, C ond it ion , and Puzzle D i f f i c u l t y "
Complex puzzle Simple puzzle
Helper Condition
grade (n = 8) n+ M SD n+ M SD
2 Control 6 3.00 3.86 2 .25 .46
2 Independence 5 3.00 3.74 4 .88 1.13
5 Control 7 6.13 4.09 4 .63 .74
5 Independence 7 5.50 3.78 2 .25 .46
8 Control 8 10.88 3.68 5 1.00 .93
_ _8 Independence 8 6.50 4.38 0 .00 .00
Number of helpers using behaviour
Table 29
-^j-rateqies at Each Level of He1 per Grade, Condition, and Puzzle D i f f ic u l t y
Hel per
grade
Condition 
(n = 8)
Complex puzzle Simple puzzle
n+ M SD n+ M SD
2 Control 7 6.25 6.23 4 1.13 1.73
2 Independence 7 5.50 4.84 6 1.38 1.30
5 Control 8 13.75 9.50 7 2.00 1.51
5 Independence 8 22.75 19.72 7 2.50 1.60
8 Control 8 36.88 18.96 8 5.63 3.62
._8 Independence 8 28.38 21.51 7 2.88 2.03
Number of helpers using behaviour
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Table 30
Cleans. Standard Deviations and Number o f  Helpers fo r  In d ire c t  He lp-subtle
X^enera l) S tra teg ies  a t Each Level o f  Helper Grade, C ond it ion , and Puzzle
j jT T fic u lty
 Complex puzzle Simple puzzle
Helper Condition
grade (n = 8) n+ M SD n+ M SD
2 Control 6 1.25 1.17 1 .38 1.06
2 Independence 3 .50 .76 2 .38 .74
5 Control 5 1.88 1.89 3 .63 1.06
5 Independence 6 2.75 2.25 5 1.00 .93
8 Control 7 2.25 1.39 6 1.38 1.30
__8 Independence 7 3.50 4.84 5 1.00 .93
Number of helpers using behaviour
Table 31
i^ans, Standard Deviations and Number of Helpers fo r  In d ire c t  Help-subtle  
lE iacem ent-re la ted)S trategies  at Each Level of Helper Grade, Condition, and 
ij ^ z l e  D i f f ic u l t y
Helper
grade
Condition 
(n = 8)
Complex puzzle Simple puzzl e
n+ M SD n+ M SD
2 Control 5 5.00 5.83 4 .75 .89
2 Independence 7 5.00 4.90 4 1.00 1.41
5 Control 7 11.75 9.44 5 1.38 1.51
5 Independence 8 20.00 18.33 6 1.50 1.31
8 Control 8 34.63 18.42 8 4.25 2.82
_ 8 Independence 8 24.88 17.48 6 1.88 2.10
Number of helpers using behaviour
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Table 32
Means. Standard Deviations and Number o f  Helpers fo r  P o s it ive  Feedback a t
?ach Level o f  Helper Grade, C ond it ion , and Puzzle D i f f i c u l t y
Helper 
grade
Condition 
(n = 8)
Complex puzzle Simple puzzle
H i M SD n-f M SD
2 Control 6 5.38 7.58 2 .38 .74
2 Independence 6 3.13 3.80 2 .50 .93
5 Control 7 6.88 6.64 4 1.00 1.41
5 Independence 7 8.50 8.68 2 .38 .74
8 Control 8 17.88 7.72 7 2.75 2.38
_8 Independence 8 14.38 11.78 5 1.88 1.96
+ Number of helpers using behaviour
Table 33
Means. Standard Deviations and Number of Helpers fo r  Negative Feedback at 
■jacn Level of Helper Grade, Condition, and Puzzle D i f f ic u l t y
Complex puzzle Simple puzzle
Mel per Condition
9rade (n. = 8) H i M SD H i M SD
2 Control 6 3.13 3.09 4 1.00 1.41
2 Independence 7 2.75 2.43 3 .75 1.39
5 Control 6 4.13 4.67 3 .38 .52
5 Independence 7 4.25 3.62 1 .25 .71
8 Control 6 8.38 7.33 4 .63 .74
__8 Independence 8 8.25 12.29 1 .25 .71
4.
Number of helpers using behaviour
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Table 34
.Means. Standard Deviations and Number o f  Helpers fo r  Maintenance Behaviour
at Each Level o f  Helper Grade, C ond it ion , and Puzzle D i f f i c u l t y
Helper 
grade
Condition 
(n = 8)
Complex puzzle Simple puzzl e
n+ M SD n+ M SD
2 Control 8 10.00 3.63 7 2.13 2.17
2 Independence 8 8.63 4.84 7 2.88 1.96
5 Control 8 7.38 3.11 7 2.00 1.60
5 Independence 7 11.25 7.09 7 2.25 1.75
8 Control 8 17.50 9.73 8 3.50 2.20
__8 Independence 8 11.63 6.50 7 1.88 1.25
Number of helpers using behaviour
Table 35
ij§ans. Standard Deviations and Number of Helpers fo r  Verbal Rehearsal at  
£jcn Level of Helper Grade, Condition, and Puzzle D i f f ic u l t y
Helper
grade
Condition
(n. = 8)
Complex puzzle Simple puzzle
n+ M SD n+ M SD
2 Control 0 .00 .00 0 .00 .00
2 Independence 0 .00 .00 0 .00 .00
5 Control 0 .00 .00 0 .00 .00
5 Independence 0 .00 .00 0 .00 .00
8 Control 0 .00 .00 3 .38 .74
__ 8^ Independence 0 .00 .00 0 .00 .00
Number of helpers using behaviour
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Table 36
Means. Standard Deviations and Number o f  Helpers fo r  Other Behaviours at
jach Level o f  Helper Grade, Cond it ion , and Puzzle D i f f i c u l t y
Helper 
grade
Condition 
(n = 8)
Complex puzzle Simple puzzl e
n+ M SD H i M SD
2 Control 3 .88 1.73 2 .25 .46
2 Independence 7 2.13 2.53 1 .13 .35
3 Control 5 1.50 2.67 3 .38 .52
5 Independence 5 1.13 1.46 0 .00 .00
8 Control 4 .63 .74 4 .50 .53
__8 Independence 4 .50 .76 3 .38 .52
Number of helpers using behaviour
Table 37
Standard Deviations and Number of Helpers for Total Helper
i^haviours at Each Level of Helper Grade, Condition, and Puzzle D i f f ic u l ty
Complex puzzle Simple puzzle
Helper Condition
grade (n_ = 8) n+ M SD H i _M SD
2 Control 8 45.13 15.85 8 6.75 2.87
2 Independence 8 45.13 8.97 8 8.38 2.83
5 Control 8 52.25 19.61 8 7.50 3.16
5 Independence 8 67.88 32.66 8 6.88 4.02
8 Control 8 101.38 39.47 8 15.25 9.53
^ 8 ^ Independence 8 79.13 39.79 8 8.38 4.00
Number of helpers using behaviour
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FOR RECIPIENT BEHAVIOURS
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Table 38
Means. Standard D ev ia tions , and Number o f  Recip ients fo r  Recip ient
Placements a t  Each Level o f  Helper Grade, C ond it ion , and Puzzle D i f f i c u l t y
Complex puzzle   Simple puzzle
Helper
grade
Condition 
(n = 8) n+ M SD n_+ M SD
2 Control 7 9.25 11.20 7 2.50 1.60
2 Independence 8 8.13 9.80 5 1.63 2.07
5 Control 7 16.50 12.13 6 3.25 2.38
5 Independence 7 22.63 20.61 7 3.00 1.85
8 Control 8 26.25 10.66 8 3.50 1.20
8 Independence 7 30.75 20.32 6 3.88 3.48
+ Number of recipients using behaviour
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Table 39
jjgans. Standard D ev ia tions , and Number o f  Recip ients fo r  Recip ient H its  a t
Each Level o f  Helper Grade, C ond it ion , and Puzzle D i f f i c u l t y
Helper
grade
Complex puzzl e Simple puzzle
Condition 
(n = 8) n+ M SD n+ M SD
2 Control 7 6.38 7.15 7 1.50 .76
2 Independence 7 4.38 4.88 4 1.25 1.75
5 Control 7 10.75 7.30 6 2.50 1.77
5 Independence 7 10.63 6.89 6 2.25 1.98
8 Control 8 15.25 4.83 8 2.88 .99
8 Independence 7 11.75 5.80 6 2.63 2.00
+ Number of rec ip ients  using behaviour
Table 40
Standard Deviations, and Number of Recipients for Recipient Misses at
tdcn Levpl of Helper Grade, Condition, and Puzzle D i f f ic u l t y
Complex puzzle Simple puzzle
Hel per Conditi on
grade (n = 8) n+ M SD n+ M SD
2 Control 5 2.88 4.16 5 1.00 1.07
2 Independence 6 3.75 5.47 3 .38 .52
5 Control 6 5.75 5.09 4 .75 .89
5 Independence 7 12.00 15.49 4 .75 .89
8 Control 7 11.00 6.99 4 .63 .74
8 Independence 7 19.00 18.92 4 1.25 1.75
"— -
+ Number of recipients using behaviour
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Table 41
Means, Standard D ev ia tions , and Number o f  Recip ients fo r  Bids fo r  Help a t
Each Level o f Helper Grade, C ond it ion , and Puzzle D i f f i c u l t y
Helper 
grade
2
5
5
8
8
Condition
(n. = 8)
Complex puzzl e Simple puzzle
n+ M SD n+ M SD
Control 6 4.25 4.74 2 .63 1.41
Independence 7 2.63 2.07 0 .00 .00
Control 6 4.13 4.12 2 .25 .46
Independence 5 9.13 9.05 2 .88 2.10
Control 7 7.13 6.13 1 .13 .35
Independence 5 10.88 20.12 1 .75 2.12
+ Number of recipients using behaviour
Table 42
■pgans. Standard Deviations, and Number of Recipients fo r  Protests a t Each 
of Helper Grade, Condition, and Puzzle D i f f ic u l ty
Complex puzzle   Simple puzzle
J|e lPer Condition
9pade (n = 8) n+ M SD n_+ M _SD
Control 3 .63 1.06 1 .13 .35
Independence 6 1.25 1.58 1 .13 .35
Control 1 .13 .35 0 .00 .00
Independence 3 .75 1.17 0 .00 .00
Control 2 .25 .46 0 .00 .00
Independence 0 .00 .00 0 .00 .00
+ Number of recipients using behaviour
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Table 43
Mgans. Standard D ev ia tions , and Number o f  Recip ients fo r  P o s it ive  Feedback
Each Level o f  Helper Grade, C ond it ion , and Puzzle D i f f i c u l t y
Complex puzzle   Simple puzzle
Helper Condition
grade (n = 8) n+ M SD n+ M SD
2 Control 2 .88 1.81 2 .25 .46
2 Independence 5 1.13 1.13 1 .13 .35
5 Control 8 2.50 2.07 4 .50 .54
5 Independence 6 2.63 2.13 3 .63 .92
8 Control 8 6.00 7.21 6 2.13 2.53
8 Independence 6 2.25 2.05 4 .88 1.13
+ Number of recipients using behaviour
Table 44
H^ans, Standard Deviations, and Number of Recipients fo r Negative Feedback 
jlLt.ach Level of Helper Grade, Condition, and Puzzle D i f f ic u l ty
Helper Condition
Srade ( n = q)
Control
Independence
Control
Independence
Control
Independence
+ Number of recipients
Complex puzzle 
n+ M SD
1 .38 1.06
2 .25 .46
1 .13 .35
3 .50 .76
5 1.13 1.25
4 1.13 1.55
ing behaviour
Simple puzzle
n+ M SD
1 .13 .35
0 .00 .00
1 .13 .35
1 .13 .35
3 .50 .76
2 .38 .74
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Table 45
Means, Standard Deviations, and Number of Recipients for Describing/
Explaining at Each Level of Helper Grade, Condition, and Puzzle D i f f ic u l t y
Complex puzzle Simple puzzle
Helper Conditi on
grade (n. = 8) n+ M SD n+ M SD
2 Control 5 .75 .71 0 .00 .00
2 Independence 4 1.25 1.39 1 .25 .71
5 Control 4 1.63 2.26 3 .38 .52
5 Independence 5 6.38 11.60 0 .00 .00
8 Control 5 2.63 2.88 2 .38 .74
8 Independence 3 4.00 9.01 1 .38 1.06
+ Number of rec ip ients  using1 behaviour
Table 46
Standard Deviations, and Number of Reci pients for Maintenance
cHliaviours a t Each Level of Helper Grade, Condition, and Puzzle D i f f ic u l t y
Complex puzzle Simple puzzle
Nel per Condition
grade (n = 8) n_+ M SD n+ M SD
2 Control 7 9.50 6.07 8 2.50 2.00
2 Independence 8 9.63 9.68 5 2.00 2.14
5 Control 6 18.75 19.23 4 2.13 3.27
5 Independence 7 15.25 12.41 7 4.75 2.82
8 Control 8 16.75 11.50 / 2.25 1.91
8 Independence 8 29.13 29.65 7 3.63 4.78
+ Number of rec ip ients  using behaviour
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Table 47
Means. Standard D ev ia tions , and Number o f  Recip ients fo r  Other
■jenaviours a t Each Level o f  Helper Grade, C ond it ion , and Puzzle D i f f i c u l t y
Helper 
grade
Conditi on 
(n = 8)
Complex puzzle Simple puzzle
n+ M SD n+ M SD
2 Control 3 .63 1.06 2 .25 .46
2 Independence 6 3.00 3.82 2 .25 .46
5 Control 2 1.00 2.45 1 .13 .35
5 Independence 4 1.00 1.41 2 .25 .46
8 Control 3 .38 .52 0 .00 .00
8 Independence 1 .50 1.41 1 .13 .35
+ Number of rec ip ients  using behaviour
Table 48
Standard Deviations, and Number of Recipients for Total Recipient
-siiavi ours a t Each Level of Helper Grade, Condition, and Puzzle D i f f ic u l t y
Complex puzzle   Simple puzzle
Helper
grade
Condi t i  on 
(n_ = 8) n+ M SD n+ M SD
2 Control 7 25.75 23.65 8 6.38 5.24
2 Independence 8 26.63 22.87 7 4.38 3.165 Control 8 44.75 30.81 8 6.75 5.345 Independence 8 58.25 50.87 8 9.50 4.60
8 Control 8 60.50 21.06 8 8.88 4.85
8 Independence 8 78.63 63.14 8 10.00 11.25
■—
* Number of rec ip ients  using behavi our
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DATA BASE INFORMATION 
FOR HELPER-RECIPIENT BEHAVIOURS
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
131
Table 49
Means, Standard Deviations and Number o f Helpers w ith  O pportun ity* fo r
Proportion o f  Recip ient Placements th a t  w e re ' In i t ia te d  by Helpers a t Each
Level o f Helper Grade, Condition and Puzzle D i f f i c u l t y
 Complex puzzle Simple puzzle
Helper Condition
grade (n = 8) n+ M SD n+ M SD
2 Control 7 .3557 .2705 7 .0357 .0945
2 Independence 8 .4613 .3758 5 .6660 .4720
5 Control 7 .2871 .2856 6 .2267 .2774
5 Independence 7 .5357 .2476 7 .2614 .3831
8 Control 8 .8288 .1918 8 .6550 .3275
8 Independence 7 .5657 .3413 6 .3633 .4981
<4.
Number of recipients in dyads making a placement
Table 50
.Means. Standard Deviations and Number of Helpers with Opportunity* for  
Proportion of Recipient Hits th a t were In i t ia te d  by Helpers a t Each Level 
21 Helper Grade, Condition and Puzzle D i f f ic u l t y
Complex puzzle Simple puzzle
!lper
'ade
Condition 
(n = 8) n+ M SD n+ M SD
2 Control 7 .3557 .2705 7 .0714 .1890
2 Independence 8 .3013 .3664 4 .6250 .4787
5 Control 7 .4829 .3662 6 .2267 .2774
5 Independence 7 .6300 .2834 6 .2217 .4035
8 Control 8 .8388 .1748 8 .7200 .3300
8 Independence 7 .7214 .2457 6 .3883 .4907
Number of recipients in dyads making a h it
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Table 51
—-  W W U I I U U I  * . V* W . ~  . W ~  ~  V- . W ■
Help Strateoies to Follow Recipient Hits at Each Level of Helper Grade,
condition and Puzzle D i f f ic u l t y
Complex puzzle Simple puzzle
Helper Condition
Grade (n = 8) n+ M SD jr+ M SD
2 Control 7 .7686 .3968 7 .1429 .3780
2 Independence 8 .7000 .3711 4 .2500 .5000
5 Control 7 .1900 .3661 6 .0833 .2041
5 Independence 7 .3143 .2300 6 .1667 .4082
8 Control 8 .1175 .1470 8 .1875 .3720
__8 Independence 7 .0443 .0780 6 .0833 .2041
+ Number of dyads in which rec ip ien t makes a h i t
Table 52
i^ans. Standard Deviations and Number of Dyads+ for Proportion of Di rect
Strategies to Follow Recipient Misses at Each Level of Helper Grade,
■^naition and Puzzle D i f f ic u l t y
Complex puzzle Simple puzzle
Helper Condition
9rade (n » 8) n+ M SD n+ M SD
2 Control 5 .4520 .3614 5 .9000 .2236
2 Independence 7 .5000 .4082 3 .3333 .5774
5 Control 6 .3683 .2508 4 .0000 .0000
5 Independence 7 .2800 .3651 4 .5000 .5774
8 Control 7 .2086 .2478 4 .0000 .0000
^ 8 _ Independence 7 .2729 .1927 4 .0000 .0000
Number of dyads in which recipient makes a miss
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Table 53
.Means. Standard Deviations and Number o f  Dyads+ fo r  Proportion o f  In d ire c t
Help-obvious S tra teg ies  to  Follow Recip ient H its  a t Eacn Level o f  Helper
Tirade. Condition and Puzzle D i f f i c u l t y
Complex puzzle Simple puzzle
Helper Condition
grade (n. = 8) n+ M SD n+ M SD
2 Control 7 .1871 .3659 7 .0714 .1890
2 Independence 8 .0750 .1200 4 .0000 .0000
5 Control 7 .1000 .1079 6 .0000 .0000
5 Independence 7 .0857 .1238 6 .0000 .0000
8 Control 8 .1813 .1631 8 .1250 .2315
__8 Independence 7 .1743 .1372 6 .0000 .0000
+ Number of dyads in which recipient makes a h it
Table 54
Mgans. Standard Deviations and Number of Dyads* fo r  Proportion of In d ire c t  
Heip-obvious stra teg ies  to Follow Recipient Misses a t Each Level of Helper 
■STacle. Condition and Puzzle D i f f ic u l ty
Complex puzzle Simple puzzle
Helper
grade
Condition
(n = 8) n+ M SD n+ M SD
2 Control 5 .2260 .3129 5 .4000 .5477
2 Independence 7 .3214 .3740 3 .3333 .5774
5 Control 6 .3000 .1627 4 .3750 .4787
5 Independence 7 .1757 .1831 4 .0000 .0000
8 Control 7 .3586 .1942 4 .2500 .5000
_ 8 Independence 7 .2657 .2309 4 .0000 .0000
Number of dyads in which rec ip ien t makes a mi ss
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Means. Standard Deviations and Number o f  Dyads+ fo r  Proportion o f  In d ire c t
.BeIp-sbutle S tra teg ies  to  Follow Recip ient H its  a t  Each Level o f  Helper
Frade. Condition and Puzzle D i f f i c u l t y
Helper 
grade
Condition 
{n = 8)
Complex puzzle Simple puzzle
n+ M SD n+ M SD
2 Control 7 .0729 .1438 7 .0000 .0000
2 Independence 8 .1013 .1880 4 .0000 .0000
5 Control 7 .5686 .4086 6 .7500 .4183
5 Independence 7 .6000 .2580 6 .6667 .5164
8 Control 7 .2086 .2478 8 .6875 .4581
Independence 7 .7814 .1568 6 .5833 .4916
+ Number of dyads in which rec ip ien t makes a h i t
Table 56
.MeansT Standard Deviations and Number of Dyads+ fo r  Proportion of Indi rect
Help-subtle Strategies to  !Follow Recipient Misses at Each Level of Helper
.ULiLae, Condition and Puzzlia D i f f ic u l t y
Complex puzzle Simple puzzle
Helper Conditi on
grade (n = 8) n+ M SD n+ M SD
2 Control 5 .1860 .2559 5 .0000 .0000
2 Independence 7 .1074 .1967 3 .0000 .0000
5 Control 6 .3333 .1924 4 .1250 .2500
5 Independence 7 .5557 .3700 4 .2500 .5000
8 Control 7 .4586 .2118 4 .7500 .5000
^ 8 _ Independence 7 .4614 .2695 4 .2500 .5000
Number of dyads in which rec ip ien t makes a miss
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VISUAL GUIDE OF PLACEMENT 
OF PUZZLE PIECES
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Puzzle Parts and Cuts* 
l e f t  leg
l e f t  curl 
eyes 
l e f t  h a ir
mouth
r ig h t  shoe 
r ig h t  leg 
tr im
s k ir t  
l e f t  hand
l e f t  arm
rig h t hand 
dress top 
r ig h t  arm
chin
•right curl 
nose
r ig h t  h a ir  
forehead
^Total Possible Posttest Score = 20
Child's Posttest Score = 20 minus values fo r incorrectly placed or missing 
Pieces.
Note: Both shoe pieces, both leg pieces, or both eye pieces must be
placed fo r  a score of one. I f  only one shoe, or leg , or eye 
piece was placed, i t  was given £ score. Although the placement 
of these pieces on one p a r t ic u la r  side of the puzzle provided a 
t ig h te r  and closer f i t ,  those pieces could be interchanged on 
e ith e r  side of the puzzle without in te r fe r in g  with the placement 
of subsequent pieces or changing the visual appearance of the 
puzzle. Location of the puzzle on the background of the board 
was unimportant.
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(4
.Puzzle Parts and Cuts* 
Left side of board Right side of board
#4-
#2
1
1  — ?
s '
V r u
___ _
#1
*Total Possible Posttest Score = 4
Child 's Posttest Score = 4 minus a value of one fo r  each in co rre c tly  
Placed or missing piece.
N°te: I f  one piece was ro ta ted , but a l l  three other pieces were joined
c o rre c t ly ,  the ch ild  received a score of 3.
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LIKABILITY RATING
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Name: Grade:   Age:
Please colour in red pencil the face which shows how much you enjoy playing 
with th is  puzzle. Then colour in a l l  o f the rest o f  the faces in a green 
Pencil.
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A REVIEW OF LITERATURE: CHILDREN'S
HELPING STRATEGIES AND TEACHING TECHNIQUES
The present section is a review of research bearing on the development
° f  ch ild ren 's  e f fe c t iv e  assistance-giving behaviours. More s p e c i f ic a l ly ,  
i t  examines ch ild ren 's  self-determined ins tru c tio na l behaviours and support 
strategies fo r teaching or helping another ch ild  with a task or a dilemma.
The review concentrates on those behaviours occurring n a tu ra lly  w ithin
ongoing teaching and helping episodes in order to gain information about 
children 's  a b i l i t y  to bring about an improvement in th e ir  peer's state  or 
circumstances, and the processes by which children attempt to  e f fe c t  such 
change.
The section begins with a b r ie f  description of the usual approaches to 
The separate study of peer helping and teaching within the f ie ld s  of 
developmental and educational psychology. A conceptual model is  presented 
To ou tline  the various factors th a t  might a f fe c t  the q u a lity  of any assis-  
Tance-giving attempt. This is  followed by a l i t e r a tu r e  review of observa- 
Tional research within the f ie ld s  of prosocial development and peer 
Tutoring. The review is  se lective  with focus given to studies that  
describe and evaluate aspects of the behaviour in te rac tion  process. In 
Addition, a review is made of in terv iew  studies investigating  ch ild ren 's  
knowledge of e f fe c t iv e  helping and teaching s tra teg ie s . Concluding remarks 
summarize general f in d in gs , address methodological issues, and point to  
directions fo r future research.
Mineral Approaches to the Study of Peer Helping and Peer Teaching
Peer helping research -  The research on ch ild ren 's  helping is most 
usually subsumed under the broader topic of prosocial development, along 
wH h other molar behaviours ( e .g . ,  sharing, cooperating) deemed to be
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undertaken fo r  the well-being of others. In ex is ting  l i t e r a tu r e  reviews of 
Prosocial development ( e .g . ,  Bryan, 1975; Eisenberg, 1982; Mussen & 
Eisenberg, 1977; Radke-Yarrow e t a l . ,  1983; Staub, 1978), helping research 
emphasizes age changes in ch ild ren 's  dispositions to assis t others and 
factors ( e .g . ,  modeling, role tak ing) th a t f a c i l i t a t e  such d ispos ition .
Studies o f ch ild ren 's  helping have focused on three d is t in c t  forms of 
helping behaviour: rescue, donation, and active  assistance. With rescue
and donation studies, a small sample of narrow band behaviours ( e .g . ,  
donating earned pennies; leaving the room to respond to a hidden tape-  
recorded distress c a l l )  are obtained over very short periods of time.
Also, the behaviours measured are usually towards rec ip ients  not physically  
Present ( i . e . ,  often an abstract group of needy c h ild re n ).  Help is  defined 
as a timed behaviour ( i . e . ,  how quickly one helps) or a q u an tita t ive  
behaviour ( i . e . ,  amount donated). One major c r i t ic is m  of th is  research is  
the emphasis on m a te r ia l is t ic  impersonal interchange and r e la t iv e ly  t r i v i a l  
commodities ( c f . ,  Radke-Yarrow et a l . ,  1983). Another c r it ic is m  is  that  
the responses for the subjects are frequently  constrained and might not 
ref le c t  the types of opportunity fo r response in th e ir  d a ily  l iv e s  (Radke- 
Yarrow et a l . ,  1983).
With the th ird  category of "active assistance", a ch ild  is  observed as 
he or she attempts to  help another person (usually  a peer) with a task or 
M otional d is tress . Outcome measures include length of time ass is tin g , the 
number of spontaneous contacts with others, and frequency counts of the 
type of assistance attempted in structured (experimental) or free  play 
(n a tu ra l is t ic  s e tt in g s ).  These can involve narrow band single acts ( e .g . ,  
Picking up E/s dropped papers; help in card s o r t in g ) .  Often they are broad 
hand behaviours of a l im ite d  v a r ie ty  such as "assisting another person,"
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"sharing possessions," "comforting," "defending" (Radke-Yarrow & Zahn- 
Waxler, 1976), or "task help" and "emotional assistance" (Severy & Davis, 
1971).
In general, there is  an increase in prosocial conduct with age. This 
is thought to  be due to any of several factors or a combination of factors  
including "the enrichment of ro le -ta k in g  and empathic a b i l i t i e s  with  
greater m atu rity , age-re lated s h if ts  in moral reasoning, increased s k i l l  in 
helping, and more frequent exposure to  inductive (reasoning) ch ild -re a r in g  
techniqes of parental a ffec tio n"  (Mussen & Eisenberg, 1977, p. 66 ).
Some studies have found a c u rv il in e a r  re la tionsh ip  between age and 
children 's  attempts to help in s ituations  when the type of help needed was 
ambiguous ( e .g . ,  Staub, 1974), or when the need for help seemed to c o n f l ic t  
with  independence and competitive s tr iv ing s  ( e .g . ,  Severy & Davis, 1971). 
^>at i s ,  there was an increase in help attempts fo r  young to middle- 
childhood and then a decrease. Apparently, older children feared d is -  
aPproval th a t d ire c t  helping might be improper behaviour and a "trans­
gression of an im p l ic i t  ru le  which prohib its  exploratory behaviour in a 
novel environment" (Staub, 1974, p. 310).
With a few exceptions ( e .g . ,  Gottman, Gonso, & Rasmussen, 1975; Severy 
$ Davis, 1971), studies of helping count or rate  behaviours as single acts 
but do not deal with the question of the appropriateness of self-determined  
behaviours fo r spec if ic  stimulus s ituations or the outcome of the helping 
act i v i t y  fo r rec ip ien t or helper ( i . e . ,  effectiveness of helping attem pt). 
Furthermore, developmental psychologists have placed l i t t l e  emphasis on the 
helping process as a sustained endeavour in which the in te ra c t iv e  e ffec ts  
rec ip ient and helper are examined. In th e ir  recent review of prosocial 
behaviour, Radke-Yarrow et a l . (1985) concluded tha t the research should 
f ocus more on the substance of ch ild ren 's  prosocial in te ra c t io n .
R e p r o d u c e d  w i t h  p e r m i s s i o n  o f  t h e  c o p y r i g h t  o w n e r .  F u r t h e r  r e p r o d u c t i o n  p r o h i b i t e d  w i t h o u t  p e r m i s s i o n .
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Peer teaching research -  There is  a large and growing body of research 
in educational psychology th a t examines the use of children as resources to  
master academic tasks of the classroom. Several reviews e x is t  to  summarize 
th is l i t e r a tu r e  ( e .g . ,  A llen , 1976; Gerber & Kaufman, 1981; Hartup, 1983). 
Although there is a long h istory  of the use of peers as tu to rs ,  th is  prac-
t i  ce curren tly  has renewed popu larity . Peer tu to r in g  may re fe r  to  la rg e -
scale programmatic e f fo r ts  ( e .g . ,  in terschoo l, in tergrade , or in tra c la s s )
0r to one-time l im ited  ins tru c tio na l contexts such as designs reported in  
the experimental l i t e r a tu r e  ( e .g . ,  Devin-Sheehan, Feldman & A llen , 1976). 
Another concept of peer tu to ring  supposes tha t various helping behaviours 
or "informal tu toring" occur as natural concomitants of group endeavours, 
such as in classrooms or when older students serve as play leaders for  
younger students on the playground, with p ro jects , or on school t r ip s .
The types of peer tu to ring  s ituations  given emphasis in empirical research 
ape those in i t ia te d  by adult request ( e .g . ,  pa iring two children and 
assigning a tu to r  ro le )  or structured by the imposition of reward con­
tingencies ( e .g . ,  d iv id ing a classroom in to  learning groups and implemen­
ting group performance contingencies). Empirical research has been mainly 
concerned with the outcomes of the peer tu to ring  experience e ith e r  fo r  the
children doing the teaching or the children being taught.
Benefits to the tu to r  and tutee are believed to range from increases 
1n academic competencies ( e .g . ,  mastery of tutored content or curriculum  
sk i l l  area) to increases in self-esteem , prosocial a t t i tu d e s ,  and motiva­
tion to lea rn . The data, in general, suggests tha t the peer tu to r ing  s i tu -  
ation can have benefits fo r  both the tu to r  and ch ild  being tu tored . How- 
ever, the empirical evidence supporting personal and social benefits to  the 
tutor and tu te e ,  and academic benefits  to the tu to r  are inconsistent with
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no obvious reason for the inconsistencies ( c f . ,  Hartup, 1983). In con­
tras t*  evidence in favour of learning benefits to the tutee are more c lear  
cut and suggest tha t children can d e f in i te ly  be taught by one another. In 
general, careful tu to r  tra in in g  has maximized the like lihood of beneficial 
outcomes for tutors and tutees ( c f . , Hartup 1978, 1983). Also, the 
in s t itu tio n a l system must be geared to continuing a tte n tio n , supervision, 
and motivation of prolonged ongoing tu to r-tu te e  relationships.
With the focus on outcome rather than process, peer tutoring studies 
have not revealed how e ffe c t iv e  tutors teach. Reviewers ( e .g . ,  Gerber & 
Kaufman, 1981) comment tha t l i t t l e  e f fo r t  has been made to document the 
strategies children use to instruct one another. That is ,  few studies have 
observed what specific  behaviours occur natura lly  during the tutoring  
interaction to account for benefits of tu to ring . Also, these studies vary 
in the amount and type of pre tu toria l tra in in g  or supervision and do not 
report consistently on these d e ta ils  making comparisons d i f f i c u l t .
S im ila r ly , studies that examine changing the classroom reward struc­
ture and setting up group contingencies ( i . e . ,  individuals are rewarded for  
Mutual e f fo r t  toward a common goal) report that the frequency of peer 
tutoring interactions are increased, but they do not examine what peer 
tutoring behaviours are generated ( e .g . ,  S lavin, 1980). In a review of 
this l i t e r a tu r e ,  Gerber and Kaufman (1981)concluded that "research c learly  
demonstrates that simple arrangements of reinforcement contingent upon 
9roup e f fo r t  w il l  resu lt in spontaneous academically and socia lly  
Productive behaviours," but there is l i t t l e  mention of how children 
d u a l l y  help each other learn .
The studies that have closely examined the tutoring process are 
usually those evaluating programmed peer tutoring m ateria ls . Programs
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teach students to emulate adult models by ou tlin ing  various behaviours in 
easy to  fo llow  step-by-step d irec tives  fo r tu tors  to use as an in s tru c ­
tional sequence. At a minimum level of involvement, the student may simply 
learn to  dispense rewards fo r appropriate behaviour by the le a rn er. At a 
more sophisticated le v e l ,  a model presented by Crowder (1959, c ited  in 
Young, 1981) serves as an i l lu s t r a t io n :  (1) tu to r  provides antecedent 
events to which tutee should respond, (2) tutee is  required to make some 
pesponse, (3 ) tu to r  provides feedback to tutee about the appropriateness of  
his or her response, e tc .  D if fe re n t programs emphasize a d i f fe re n t  package 
of behaviours deemed important fo r e f fe c t iv e  tu to ring  ( e .g . ,  focusing the 
tutee on the task , using e x p l ic i t  descrip tors , giving prompts and positive  
feedback). However, actual self-determined teaching stra teg ies  and th e ir  
pelated benefits  are ra re ly  examined. Also, these tra in in g  studies are not 
developmental in nature and tend to focus on single age groups of tutors  
and tu tees.
Recently, a journal was started to share inform ation, news, and ideas 
f ° p including peers in the helping process (Bownan, 1984). I t  has dedi­
cated considerable coverage to the need for program evaluation (Foster, 
1985a). An assessment of change in tu to rs ' behaviour ( e .g . ,  a b i l i t y  to  
active ly  involve tu tee  in m ateria ls ;  a b i l i t y  to ass is t in decision making ) 
ls recognized as an important aspect of assessing peer tra in in g  programs 
(Foster, 1985b; S p r in th a l l ,  1985).
•^ Conceptual Model o f Factors A ffecting Q uality  of Teaching-Helping 
i nterventions
Barnett [Hofmans], Darcie, Holland, and Kobasigawa (1982) have 
Resented a comprehensive framework for the study of ch ild ren 's  awareness 
° f  variables a ffe c t in g  the q u a lity  of a person's helping ac tion . In b r ie f ,
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
144
these investigators  have proposed th a t e f fe c t iv e  helping depends on the 
s u i ta b i l i t y  of the means to assist (s tra tegy variab les ) in re la t io n  to the 
needs and charac te r is t ics  of the a id rec ip ien t and the s itu a tio n a l demands 
° f  the helping problem (task v a r ia b le s ) ,  and the helper ch arac ter is t ics  and 
c a p a b il it ie s  fo r  implementing those means (helper v a r ia b le s ) .
Barnett [Hofmans] e t a l .  (1982) u t i l i z e d  th is  framework to  describe 
what children might come to know about each of these help ing-re levant  
variab les. Then, they interviewed elementary school children to examine 
developmental changes in c h ild ren 's  consideration of these variab les .
Their findings on ch ild ren 's  knowledge of e f fe c t iv e  helping strateg ies are 
reported in the section reviewing in terv iew  studies of ch ild ren 's  helping 
and teaching behaviours. However, the model of helper, task , and strategy  
variables w i l l  be used to describe the ex is tin g  observational studies of 
children 's  peer helping and teaching in te rac tion s  (see Tables 1 and 2 in 
th is  Appendix). I t  provides a useful frame of reference fo r storing or 
re tr iev in g  d e ta ils  about each study ( e .g . ,  what aspects are independent or
dependent variab les) and for making comparisons among the studies.
Helper Variables in Tables 1 and 2 re fe r  a) to charac ter is t ics  of the
help_giVer or teacher in each study ( i . e . ,  grade l e v e l ) ,  b) whether the
helper-teacher was exposed to helping stra teg ies  or teaching techniques 
Prior to  observation ( e .g . ,  as part of the study procedure, or the helper-  
teacher 's known l i f e  experiences), and c) whether the helper-teacher's  
sty le  or tone o f de livery  ( i . e . ,  positiveness; f r ie n d ly ,  re in forc ing  
nature) in the in teractions  with the rec ip ien t was examined. In most of 
the n a tu ra l is t ic  or f ie ld  studies, the helper-teacher and the rec ip ien t  
^ r e  not d if fe re n t ia te d  or assigned these roles beforehand ( i . e . ,  before 
the study or observation took p lace ).
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Table 1. Descriptors of Observational Research of Children's Teaching and Helping Behaviors: Field Studies and Natura lis t ic  Observational Studieslaoie i .  uesicripiors ui uubei i iuiiui n icn
Helper variables Task variables Strategy variables Outcome measures
(a) (b) (c) (a ) (b) (c) (a ) (b) (c ) (a) (b)
Major report Characteristics Pre-exposure
Style /
Tone Characteristics Situation Behaviours Behaviours Range Unit
Recipient Strategy 
performance effectiveness
Zahn-Waxler 
& Radke- 
Yarrow, 1982
1 to 2 year- 
olds (IV )
— —- family
member
home
environment
— ♦ wide 
(DV)
global — impression 
(re: general 
need)
Marcus, 1977 preschoolers — — preschoolers preschool
environment
. . . + wide global — . . .
Severy & 
Davis, 1971
preschoolers &
elementary
school-age,
normal &
retarded
(IV )
preschoolers & 
elementary 
school-age 
normal & 
retarded
classroom 
& school­
yard
+ wide global efficacy (re: 
specific con­
sequence & reci 
pient's recep­
tiveness)
Minuchin Grade 1 — . . . Grade 1 open classroom — narrow global . . . . . .
Damico & 
Watson 1976
Grades 3, 4, 5 . . . Grades 3, 4, 5 nan-graded 
open classroom
— + wide global . . . . . .
Cooper, 
Ayers-Lopez 
Marquis, 
1982 (a )
Grades K, 2 Grade K,
2 classmates
classroom ♦ wide specific
Cooper, 
Marquis 
Ayers-Lopez 
1982 (b)
Grades K, 2 
( IV )
- - - - - - Grades K, 2 
classmates
classroom ♦
(IV )
+ wide 
( IV ) (DV)
global & 
specific
♦ efficacy (re: 
recipient 
Cooperation) 
(DV)
(IV ) = Independent Variable (OV) = Dependent Variable
Reproduced 
with 
perm
ission 
of the 
copyright 
ow
ner. 
Further 
reproduction 
prohibited 
w
ithout 
perm
ission.
Table 1. Continued
Helper variables Task variables Strategy variables Outcome measures
(a) (b) (c) (a) (b) (c ) (a) (b) (c ) (a ) (b)
Major report Characteristics Pre-exposure
Style /
Tone Characteristics Situation Behaviours Behaviours Range Unit
Recipient Strategy 
performance effectiveness
Cooper & 
Marquis, 
1983
Grades K-6 — . . . Grades K-6 
classmate
classroom . . .
(DV)
narrow specific . . . impression 
(re: general 
need)
Cazden 
et. a l . ,  
1979
9 year old 
boy
+ — younger
classmates
classroom 
reading work­
sheet
+ + wide specific - impression 
(re: general 
need)
Steinberg & 
Cazden, 1979
11 year old 
g ir l
+ + classmate classroom 
reading work 
sheet
+ wide specific — efficacy
(re: recipient
cooperation)
CT>
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Table 2. Descriptors of Observational Research of Children's Teaching and Helping Behaviors: Experimental Research Studies
Helper variables Task variables Strateqv variables Outcome measures
(a) (b) (c ) (a ) (b) (c ) (a) (b) (c ) (a) (b)
Major report Characteristics Pre-exposure
S tyle /
Tone Characteristics Situation Behaviours Behaviours Range Unit
Recipient Strategy 
performance effectiveness
Cooper, 1980 preschoolers 
(age 3-5) 
(IV )
preschoolers 
(age 3-5)
matching
blocks
collaborate to 
solve problem
+
(IV )
wide specific t efficacy (re: 
overall perfor­
mance, specific  
exchange)
& efficiency (DV)
Cooper, 
Ayers-Lopez 
& Marquis 
1982
Grades K, 2 
( IV )
Grade K, 2 
classmate
matching 
blocks 
teach vs. 
collaborate to 
solve problem 
(IV )
+
(IV )
wide specific + efficacy (re: 
overall perfor­
mance, specific  
exchange), e f f i ­
ciency & impres­
sion (DV) (re: 
general need)
M ille r  & 
Brownell 
1975
Grade 2 
(conserver & 
non-conserver) 
(IV )
age mate conservation 
non-conservation 
tasks (IV )  
collaborate to 
solve problem
+ narrow specific efficacy (re: 
recipient 
cooperation) 
(DV)
Gottman 
et. a l . ,  
1975
Grades 3, 4 
(IV )
SEI
(IV )
---- E arithmetic 
problem sets 
goal to help
— ♦ narrow specific . . . impression (re : 
characteristics  
of materials) 
(DV)
Hampson,
1984
Grade 8 
(popular vs. 
unpopular) ( IV )
— tape recorded 
message & 
questions
social dilemas 
goal to peer 
counsel
—
(DV)
— — . . . impression (re: 
general need) 
(DV)
Feshback & 
Devor, 1969
preschool 
(4 years old) 
SEI, race 
(IV )
•f
(IV )
(DV)
preschool 
(3 years old)
puzzle 
“no hands"
— ♦ narrow global
(DV)
impression (re: 
general need)
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Table 2. continued
Helper variables 
(a ) (b)
Major report Characteristics Pre-exposure
(c )
S tyle /
Tone
Task variables 
(a ) (b)
Characteristics Situation
(c)
Behaviours
Strategy variables 
(a ) (b)
Behaviours Range
(c)
Unit
Outcome measures
(a) (b)
Recipient Strategy 
performance effectiveness
Feshback,
1976
Grade 2 
good vs. poor 
reader 
(IV )
*
(IV )
(DV)
Grade 1 
(good vs. poor 
reader)
maze task 
"no hands"
'
♦ narrow global
C ic ir e l l i ,
1972
Grade 3 
sibling vs. 
non sib 
sex 
(IV )
+ Grade 1 
sib vs. non 
sib 
sex
trapezoid 
concept task 
"teach"
(IV )
(DV)
wide specific & 
global (DV)
efficacy (re: 
overall perfor­
mance)
C ic ir e l l i ,
1974
Grade 2, 4, 6 
(sib lings)
— — Grade K, 2 object-sorting
"teach"
+
(IV )
wide specific 
& global (DV)
efficacy (re: 
overall perfor­
mance)
Garbarino,
1975
Grade 5 & 6 
females
+ +
(DV)
Grade 1 & 2 
females
chip sorting 
board game 
"teach" 
reward vs. no 
reward 
(IV )
+
(DV)
wide specific 
& global (DV)
efficacy (re: 
overall perfor­
mance) e f f i ­
ciency & impres 
sion (re: 
general need) 
(OV)
Szynal-Brown 
& Morgan, 
1983
Grade 3 
(select 
population) 
boys & g ir ls  
(IV )
(DV)
Grade 1 
same vs. 
opposite 
sex 
(IV )
addition
problems
"teach"
3 reward
conditions
(IV )
+
(DV)
narrow global
(DV)
efficacy (re: 
overall perfor­
mance) impres­
sion (re: 
general need)
oo
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Table 2. Continued.
(a)
Helper variables 
(b) (c ) (a )
Task variables
(b) (c )
Strategy variables 
(a ) (b) (c )
Outcome measures
(a) (b)
Style /
Major report Characteristics Pre-exposure Tone Characteristics Situation Behaviours Behaviours Range Unit
Recipient Strategy 
performance effectiveness
Guralnick & 
Paul-Brown, 
1980
preschoolers preschooler 
(m ild ly, 
moderately, 
severely or no 
handicap)
(IV )
teach to —  
work toy
♦
(DV)
wide specific impression (re :
recipient
characteristic )
Guralnick & 
Paul Brown 
(1981)
preschoolers — preschoolers 
(m ildly, 
moderately, 
severely or 
no handicap) 
( IV )
teach to —  
work toy
♦
(DV)
narrow specific efficacy (re: 
recipient com­
pliance)
(DV)
llurwitz,
1979
Grade 4 *  
(high, moderate 
and low role 
takers)
(IV )
confederate 
"retarded" vs. 
“non-retarded" 
peers 
( IV )
teach erector —  
triangle; do 
together
(DV)
wide specific efficacy (re: 
recipient par­
tic ipa tio n ) 
impression (re : 
recipient 
characteristics)
Senior, 
Musser, & 
Hartup, 
1981
Grade 4 — Grade 2, 4, 6 
( IV )
easy & hard ♦ 
puzzle Cly) 
help i f  want 
to
♦
(DV)
wide specific 
& global
(DV)
impression (re : 
recipient 
characteristics  
and materials)
Ludeke &
Hartup,
1983
Grade 4 & 6 *
g ir ls
(IV )
Grade 2, 4, 6 
( IV )
board game + 
teach to master 
game
(DV)
wide specific * 
& global
impression (re : 
recipient 
characteristics  
& general needs) 
(DV)
- P *
CO
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Table 2. Continued.
Helper variables 
(a ) (b)
Hajor report Characteristics Pre-exposure
(C)
Style /
Tone
Task
(a )
Characteristics
variables
(b)
Situation
(c)
Behaviours
Strategy variables 
(a ) (b)
Behaviours Range
(c )
Unit
Outcome measures
(a ) (b)
Recipient Strategy 
performance effectiveness
Graziano 
et. a l ,  1976
Grade 1 & 3 
(same vs. 
mixed-age 
triads) (IV )
•  —— Grade 1 & 3 block tower 
game 
to play
♦ *  narrow global
Husser &
Graziano,
1981
Grade 3 Grade 1, 3, & 5 
competence, no 
competence, 
control group 
( IV )
block tower 
game 
to play
+ narrow specific
Hudson et 
a l . ,  1982
Grade 2 
(high & low 
roletakers) 
(IV )
+
(OV)
2 Grade K paper cra ft 
teach 
lim ited 
materials
+ ♦ wide global & 
specific
impression (re : 
responsiveness 
to specific 
needs & materia'
Thomas,
1972
Grade 6 vs.
college
(IV )
Grade 2 reading
material
teach
"
♦ ? 
(DV)
global
(OV)
efficacy (re: 
overall reci­
pient perfor­
mance)
E llis  
& Rogoff, 
1982
Grade 4 vs 
adult women 
(IV )
Grade 2 "school" vs. 
“home"
category task 
teach
♦ narrow 
(OV)
global
(DV)
efficacy (re: 
overall reci­
pient perfor­
mance)
impression (re:
situation
characteristics.
cn
o
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Table 2 . Continued.
Helper variables Task variables Strategy variables Outcome measures
(a ) (b) (c ) (a) (b) (c ) (a ) (b) (c) (a) (b )
Major report Characteristics Pre-exposure
Style/
Tone Characteristics Situation Behaviours Behaviours Range Unit
Recipient Strategy 
performance effectiveness
Bryant &
Crockenberg
1980
mothers & 
Grade 6 & 7 
siblings 
( IV )
t Grade 4 & 6 
daughters and 
siblings
blindfolded 
block building 
to help
+ ♦ wide global efficacy (re : 
recipient co­
operation)
Wood et 
a l . ,  1976
adult — preschoolers 
(3 . 4, & 5 
years old) 
(IV )
block pyramid 
puzzle
goal to allow 
as much inde­
pendence as 
possible in 
task completion
♦ + narrow global & 
specific
impression (re :
recipient
characteristics!
152
Task Variables in Tables 1 and 2 re fe r  to charac ter is t ics  of the 
rec ip ient of assistance ( e .g . ,  grade l e v e l ) ,  and b) the s ituations under 
which the research took place ( i . e . ,  nature of the s e tt in g ; nature of 
materials used in helping-teaching task; nature of ins tructiona l demands or 
goals fo r the in te rv e n tio n ) .  Also, Task Variables makes reference to c) 
whether a study included a q u a n tita t ive  observational measure of the 
re c ip ie n t 's  behaviour during in te ra c t io n .
Strategy Variables re fe r  to a) whether studies used a q u a n tita t ive  
observational measure of the he lp er-teach er1s behaviour during in te ra c t io n ,  
b) whether the study included observation of a wide or narrow range of 
behaviours ( i . e . ,  more or less than three ca teg ories ), and c) whether the 
unit of analysis tended to be global ( e .g . ,  "task h e lp "), or sp ec if ic  
( e .g . , "provides cues and h in ts " ) .
Tables 1 and 2 note whether a study included a) an outcome measure of 
the recip ients  performance or progress ( e .g . ,  posttest; number of errors to  
complete a ta s k ) ,  and b) whether the study provided some measure of the 
quality  or appropriateness of the helper stra teg ies  and teaching techniques 
ln re la t io n  to task variab les ( e .g . ,  JE's in te rp re ta tio n  of "appropri- 
ateness" of teacher-he lper's  adjustments in the in te ra c t io n ) ,  
jjoview of F ie ld  Studies and N a tu ra lis t ic  Observational Studies of 
Ch ild ren 's  Helping and Instructional Behaviours
The studies l is te d  in Table 1 do not serve as an exhaustive review of 
the f ie ld  studies and n a tu ra l is t ic  observations made of ch ild ren 's  helping 
ar|d teaching. Instead, th is  sample of studies was chosen to i l lu s t r a t e  the 
9eneral research approaches and findings with children of d i f fe re n t  ages. 
Emphasis fo r  inclusion in the review was given to those studies producing 
bindings bearing on the development of e f fe c t iv e  helping stra teg ies  and 
1nstructional techniques.
R e p r o d u c e d  w i t h  p e r m i s s i o n  o f  t h e  c o p y r i g h t  o w n e r .  F u r t h e r  r e p r o d u c t i o n  p r o h i b i t e d  w i t h o u t  p e r m i s s i o n .
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Zahn-Waxler and Radke-Yarrow (1982) used trained family members as 
observers to obtain developmental data on children's responses to distress  
stimuli ( i . e . *  someone crying, choking, e tc . )  of real other people. 
Twenty-four children of one to two years of age were observed over nine 
months. At about one year of age, most children responding showed undif­
ferentiated po s itive , physical contact and diffuse a ffe c t iv e  responding.
By 2 years of age, children were responding to one-third of the distresses  
witnessed with comforting (e .g . ,  pa tting , hugging, or presenting an 
object), verbal sympathy, and verbal suggestions. Also, th e ir  responding 
was characterized by attempts at a lte rn a tiv e  helping when the f i r s t  tech­
nique used was not e f fe c t iv e .  In te re s t in g ly , even 2-year-olds could be 
found to give verbal suggestions and directives  to handle a problem, as 
well as monitor somewhat th e ir  helping attempts.
Marcus (1977) observed and categorized instances of help-giving in a 
Pceschool population over a period of two months. He reported that even 
young preschool children display awareness of diverse forms of helping 
behaviours that generally produce positive consequences for themselves and 
others. Preschoolers not only provided physical and verbal comforting, 
peassurance, or defense for another. They also engaged in both physical 
and verbal forms of task help. In te re s t in g ly , the children who gave the 
most help to th e ir  peers received the most help. There were few instances 
° f  cross-sex helping.
Severy and Davis (1971) observed the types of help shown by groups of 
n°rmal and retarded preschoolers (age 3 to 5 years) and elementary school 
children (age 8 to 10 years) in th e ir  classrooms and in the school yard. 
These investigators recognized the need to distinguish between psycho­
logical and task helping attempts as successful or unsuccessful ( i . e . ,
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helper was rebuffed or not able to  improve the other 's  condition) over the 
one hour time period th a t each of the four groups of children were 
observed. The investigators  found tha t older children help less often than 
younger children and retarded groups and they concluded tha t achievement 
and independence norms are l i k e ly  to in h ib i t  the attempts and opportunities  
for older children to help. However, the older children had a higher ra t io  
° f  successful helping attempts to to ta l  attempts made than younger 
children. Apparently, e f fe c t iv e  helpers gauge the d i f f i c u l t i e s  of the 
helping task re la t iv e  to  th e ir  a b i l i t i e s  before they t r y  to help. Unfor­
tunate ly , the study fa i le d  to  examine what forms of helping proved most 
"successful" with what kinds of problem d i f f ic u l t y  for children of various 
a9e levels  ( e .g . ,  Is d ire c t  task involvement as "successful" as giving  
advice and suggestions on an academic task for older ch ild ren?). Also, 
because children always helped same-age, same-mental a b i l i t y  peers, the 
d i f f ic u l ty  of the helping opportunities was not standardized.
Minuchin (1976, c ited  in Minuchin & Shapiro, 1983) was interested in 
differences in the patterns of social in te rac tion  in open and t ra d it io n a l  
tassrooms. He reasoned th a t open classrooms increase student in te rac tio n  
and active involvement in the learning process. His observations of 
children in f irs t -g ra d e  open classrooms revealed th a t spontaneous in t e r -  
changes included both work-oriented and social matters often occurring 
simultaneously. However, he concluded th a t through such interchange 
cbildren learn from each other as well as from teachers and classroom 
^ t e r i a l s .  I t  is  not c lear from the study description whether his con­
tu s io n s  were based on a qu antita t ive  measure of academic advantages of 
peer learning or on his general impressions of the productive nature of the
interchanges.
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Damico and Watson (1976) conducted an ethological study of peer 
helping behaviours and relationships occurring n a tu ra lly  among t h i r d ,  
fourth , and f i f t h  graders in a nongraded laboratory classroom. They found 
that the types of peer helping in teractions occurring most frequently  
involved instances in which a ch ild  sought help for academic assistance 
( i . e . ,  to obtain spec ific  task information, to  c la r i f y  ins tru c tio ns , or to  
acquire necessary m a te r ia ls ) .  There were no instances of cross-sex helping 
in teractions. Also, the observed pattern of relationships ( e .g . ,  overall 
frequency of helping; who was usually approached for assistance) remained 
stable throughout the school year despite the teacher's verbal encourage­
ment and reward for helping behaviours. The study did not elaborate on the 
types of instructional stra teg ies  used to  respond to requests for academic 
help or the "successfulness" of such attempts.
The f iv e  remaining research reports in Table 1 give greater emphasis 
to the format as well as the function o f spontaneous peer learning ex­
changes. Cooper, Ayers-Lopez, and Marquis (1982) made classroom observa­
tions of kindergarten and grade 2 ch ildren . They found spontaneous peer 
instruction to be a frequent occurrence. A random sampling of peer 
instructional in teractions indicated tha t most were in i t ia te d  by the 
'oarner, although approximately 30* were instigated  by the peer helper-  
teacher. Also, the requested help was more l ik e ly  to be fo r  academic or 
Problem-relevant information than for social a t te n tio n . Cooper et a l . 
(1982a) reported tha t the most commonly employed instructional techniques 
were: describing the task , issuing d ire c t iv e s , lab e lin g , pointing, and
Sesturing. Praise and c r it ic is m  occurred in these exchanges as w e ll .
A research report by Cooper, Marquis, and Ayers-Lopez (1982) provided 
Anther d e ta i l  of the nature of instructional in teractions in kindergarten
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and grade 2 classrooms. In p a r t ic u la r ,  these researchers were in terested  
in the effectiveness of learning bids ( i . e . ,  requests fo r help th a t  were 
e x p l ic i t ly  or in e x p l ic i t ly  stated) and teaching bids (which occurred most 
usually as unsolic ited  o ffe rs  to help , requests for ac tio n , corrections  
announcing in form ation , and teaching statements). Effectiveness was 
defined in terms of i t s  receptive consequences ( i . e . ,  the communication was 
acknowledged). Children were most successful in getting  th e ir  learning or 
teaching bids acknowledged when an a tten tio n a l focusing strategy was 
ex p l ic i t  rather than h in ted , and when an i n i t i a l l y  vague reference was made 
less ambiguous (although even 5 year-olds could repa ir  the ambiguity of 
non-specific b id s ) .  Reportedly, the competing d is trac tion s  of classmates 
working on d i f fe r e n t  tasks made a t tra c t in g  and maintaining o ther's  
attention a key aspect of these in s tru c tio n a l episodes. Cooper e t a l . 
(1982b) noted developmental changes in the nature of learning and teaching  
bids. Kindergarten children were more d ire c t iv e  and in tru s iv e  ( i . e . ,  made 
Nore teaching statements; vied fo r personal a tten tion  and contro l)  than 
second graders. Older children were more l ik e ly  to use co llab ora tive
ePisodes ( i . e . ,  switch roles sometimes) and managing in the context of
learning goals. Also, more stable learning groups were found in grade 2
( i» e . ,  peer learning in grade 2 occurred w ith in friendship networks w ithin  
the classroom).
Note th a t  the above research (Cooper e t a l . ,  1982b) did not d is t in ­
guish between the nature of teaching bids tha t were e f fe c t iv e  for securing 
and maintaining a tten tio n  from those suitable  for meeting the re c ip ie n t 's  
needs and circumstances. In a recent paper, Cooper and Marquis (1983) 
alluded to developmental changes in the appropriateness of ins tructiona l  
strategies used by elementary school children ( i . e . ,  kindergarten through
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Qrade 6 ) .  The investigators  did not report d e ta i ls  of the analysis of 
th e ir  video tapes of peer learning in te ra c t io n s . However, they did state  
that younger children are more l i k e ly  to demonstrate or announce an answer 
to a problem for a peer whereas older children seem to discern th a t  a 
triend might benefit  from a more restrained h in t .
Cazden, Coz, Dickenson, Steinberg, and Stone (1979) provided four 
detailed case studies of peer teaching dyads from a combined f i r s t - ,  
second-, and th ird -grade classroom. They described the stra teg ies  children  
used to communicate information to a rec ip ien t as well as manage d i f f i c u l t  
learner behaviours to gain the cooperation of the re c ip ie n t .  An 
examination of one case study ( i . e . ,  "Greg") i l lu s t r a te s  the effectiveness  
and f l e x i b i l i t y  with which a 9-year-o ld  boy could pace and adjust his 
"'nstructional involvement. As part of the regular classroom rou tine , the 
teacher taught Greg a reading work sheet (with re p e t i t iv e  examples as 
Problems of a concept) and then public ly  designated him in the role  to  
teach two younger classmates. Greg in i t ia te d  teaching the task with a l l  
the ins tructiona l components taught to  him ( i . e . ,  read a sentence, asked 
f ° r a judgment, to ld  the learner how to report the judgment, stated general 
rections fo r the ta s k ) .  As he moved through the problems in the work 
sheet, Greg progressively reduced the number of times each instructiona l  
component was used or he s im p lified  the use of the component. That is ,
Gpeg adapted the exp lic itness  of his instruction  to the informational needs 
of the rec ip ien t across items of the task. As they learned more, he taught 
e^ss* S im ila r ly ,  an 11-year-old female's competencies in securing 
behavioural cooperation from a " d i f f ic u l t "  learner ( i . e . ,  use of a 
in s is t e n t ,  f irm , non-hostile manner; giving both imperatives and in d ire c t  
requests; giving rationales  for requests; using gentleness and
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posltiveness; using humour rather than threats and power) were described in 
another case study by these examiners (Steinberg S Cazden, 1979). Detailed 
examination of the case studies of instructional episodes leaves one with 
the general impression of effective adaptation by mid-elementary school-age 
children when instructing their peers.
Review of Experimental Research Studies of Children's Peer Helping, and
Teachi ng
Same-age dyads - The experimental research studies providing observa­
tional analysis of children's teaching and helping are summarized in 
Table 2. The f irs t  five studies listed in Table 2 investigated teaching 
and helping within same-age dyads. Children spend much time with their 
age-mates. In fact, Barker and Wright (1955) reported that contacts of 
school-aged children with age-mates approached 50% of children's daily 
Interactions. This is likely  due, in part, to narrowly graded classrooms 
found in many schools.
Cooper (1980) was interested in identifying the communication 
behaviours enhancing collaborative problem solving among preschoolers. She 
etched 32 dyads by sex, age, and friendship. Each dyad was given a set of 
six blocks and dyads were videotaped as they used a balance beam to locate 
matching pairs of blocks that varied in weight and surface design but not 
size. Cooper examined the number of successfully matched pairs of blocks,
^  w ell as whether success o f a match was associated w ith  the  use o f  one o f  
several d i f f e r e n t  communication c a teg o r ie s . She found th a t  the o ld e r  
Preschoolers had more successful matches than the  youngers and we were more 
e f f i c i e n t  ( i . e . ,  made fewer attempts and spent less  time on the  t a s k ) .
Across the age levels, the communication categories correlated with success 
an<! efficiency included the use of accurate labels and attributes to
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describe the blocks, and responsivity to the partner's questions. Verbal 
praise and evaluative feedback occurred rare ly  and Cooper commented that  
reinforcement among preschoolers might be defined more broadly to include 
responsivity to  a partner's question and d irectives . As further age 
differences, Cooper found that the use of comparative descriptors and the 
absence of ignoring were categories associated with successful attempts for 
younger preschoolers. For older preschoolers, attention focusing 
statements, referentia l spec if ic ity  , instrumental statements ( i . e . ,  
questions, d irec tives , relevant comments), and responsivity to partner were
communications associated with successes.
The study by Cooper (1980) d if fe rs  from usual peer teaching situations
in that neither partner had information needed to solve the problem before­
hand, and thus, neither partner is  c learly  recognized in the role o f helper 
Or rec ip ient. However, i t  probably resembles many instances in 
Which children spontaneously t ry  to “lend a hand" to a classmate even 
though they might be uncertain of the correct solution to  a problem task.
in a further study Cooper, Ayers-Lopez, and Marquis (1982) videotaped 
Pairs of kindergarten and grade 2 children working on the matching blocks
Problem in a cooperative learning condition ( i . e . ,  each partner had equal
\ a a HiHartic learning condition ( i . e . ,  one child  
founts of information) and a didacti
. , . ^ j « h tn c o lve the problem). The outcomehad information the other needed to solve me p. j
"•easures ( i . e . ,  number of successful matches for the balance beam, number
af pairs attempted) were the same as in the study just described ( i . e . ,
. moaeiirps d id  n o t  v a ry  between c o n -
Cooper, 1 9 8 0 ) ,  and r e s u l t s  o r  outcome meas
. . L. tohchino condition tended to make morehitions. However, children in the teaching conu
9 /• Hirpctives, questions), nonverbal
^strumental statements ( i . e . ,  give
 ^ r - F n r  m o d e lin g )  th a n  in  th e  c o o p e ra -
Sestures  ( p o i n t i n g ) ,  and d e m o n s tra t io n s  ( f o r  m
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t iv e  condition. In add itio n , grade k children were more d ire c tiv e  and 
in trus ive  than second graders ( i . e . ,  had a higher density of exchanges with 
more questions, d irec tio n s , c r it ic is m s , la b e ls , and showing of m ateria ls)  
especially  when in the d idactic  learning condition. But since these 
observations were conducted in same-age s ituations i t  is  not c lear whether 
the age d ifference in helper's behaviours occurred as a function of the 
capacities of the helpers, rec ip ie n ts , or a combination of the two ( c f . , 
Ludeke & Hartup, 1983). As with the previously described study ( i . e . ,  
Cooper, 1980), the messages more focused in content ( e .g . ,  accurate la b e ls ,  
pointing) were associated with success, as were messages containing  
evaluative comments. Unfortunately, Cooper e t a l . (1982a) did not 
distinguish between observations of the child  teacher's and learner's  
behaviours when reporting communications leading to successful outcomes in 
the d idactic  learning condition.
M il le r  and Brownell (1975) observed pairs of grade 2 children (one 
conserver, one nonconserver) made to resolve opposed answers on 
conservation tasks and on two control questions ( i . e . ,  best T.V. show; most 
dangerous anim al). Children were to ld  to  discuss and a rr ive  at a common 
solution and the behaviours used during discussion were categorized. The 
study reported that conservers' answers prevailed s ig n if ic a n t ly  more often 
than nonconservers' fo r  the operational tasks, but not fo r resolution of 
nonconservation problems. Children "winning" the discussions were s ig n i f i ­
cantly more l ik e ly  to show assertive , persuasive behaviours ( e .g . ,  give the 
f i r s t  task-re levant statement or explanation in support of an answer; 
Provide an argument to counter other's  explanation). S im ila r ly , i t  might 
be expected that e f fe c t iv e  young helpers w il l  require s k i l ls  to exert 
social dominance to in te ra c t  with a rec ip ien t who has an opposing point of 
yiew tha t blocks him or her from solving a problem.
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Gottman, Gonso, and Rasmussen (1975) asked th i r d -  and fourth-grade  
children to pretend _E was another student who needed help on arithm etic  
problems. They reported grade 4 children to be more helpful than grade 3 
children at demonstrating the computational procedures fo r three d if fe re n t  
types of arithm etic  problems ( i . e . ,  supplying a c lear arithm etic  strategy;  
sh ift in g  arithm etic  strategy with type of problem). Also, children in a 
middle income school performed better on th is  measure of knowledge of 
giving help than those in a lower income school. However, the c r ite r io n  
measure of th is  helpfulness score is  a learning task in which in te l le c tu a l  
interests  and c a p a b il it ie s  could have affected the ch ild ren 's  performance. 
Thus, "helpfulness" might be confounded by the greater mathematical exper­
t is e  of the older soc ia lly  priv ileged children.
Hampson (1984) studied eighth-grade ch ild ren 's  counselling of two 
"peers" presented as in distress about a social d i f f ic u l t y  ( i . e . ,  a family  
problem, a problem making new friends in a new town). Children listened to 
the "peer's" tape-recorded voices. The voices were divided into f iv e  
segments, each followed by a pause fo r a response to a comment or 
question. Children were to ld  to " ta lk  to them about th e ir  problem."
V e rb a l  r e s p o n s i v i t y  was c o n t e n t  co d ed . On t h e  w h o le ,  e i g h t h - g r a d e r s  were  
found t o  use p r a g m a t ic  a d v i c e - g i v i n g  w i t h  a h ig h  d e g re e  o f  f r e q u e n c y  (a b o u t  
68% o f  t h e i r  r e s p o n s e s ) .  T h is  f i n d i n g  i s  n o t  s u r p r i s i n g  c o n s id e r in g  t h a t  
th e  c h i ld r e n  w ere l i m i t e d  from  a s k in g  q u e s t io n s  and o t h e r  form s o f  p rob lem  
d e f i n i n g  b e h a v io u rs  by t h e  a r t i f i c i a l  one-w ay  n a t u r e  o f  t h e  c o m m u n ic a t io n .  
I n t e r e s t i n g l y ,  when p e e r  s o c io m e t r i c  s t a t u s  ( i . e . ,  h e l p f u l  and p o p u la r  
r a t i n g s )  was e x a m in e d ,  u n p o p u la r  p e e rs  gave "no re s p o n s e "  t o  th e  pauses  
s i g n i f i c a n t l y  more o f t e n  ( i . e . ,  50% o f  i n s t a n c e s )  th a n  p o p u la r  p e e r s .  
How ever, i t  i s  d i f f i c u l t  t o  t e l l  from  t h e  f i n d i n g s  w h e th e r  t h e  u n p o p u la r
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peers lacked social assertiveness to chance feedback or i f  they lacked 
knowledge about appropriate verbal expressions.
Cross-age dyads -  The next six research reports l is te d  in Table 2 
examined child ren 's  helping and teaching behaviours in cross-age dyads.
One generalization made in the peer teaching l i te r a tu re  is  that children  
prefer to teach children younger than themselves and to be taught by 
children who are older than themselves ( e .g . ,  Allen & Feldman, 1976). 
S im ila r ly , some studies in the child  development l i te r a tu r e  indicate tha t  
children prefer to receive help from children who are older than themselves 
and give i t  to children who are younger ( e .g . ,  French, 1983). However, 
developmental differences in ch ild ren 's  preferences for same-age versus 
older child  helpers have been reported ( e .g . ,  Nelson-LeGal1 & Gumerman, 
1974) with younger children preferring older peers especia lly  when help 
involved a teaching function (Edwards & Lewis, 1979). Older children are 
found to be more e ffe c t iv e  models than younger children (P e ife r ,  1971; 
cited in F ie ld , 1981) and social reinforcement is found to be more 
e ffe c t iv e  when delivered by an older child  than when delivered by an 
age-mate (Ferguson, 1975, c ited in F ie ld , 1981). Reciprocally , ch ildren 's  
in teraction with younger children is thought to have a greater likelihood  
of e l ic i t in g  "prosocial p ro c l iv it ie s "  ( c f . ,  Furman, Rahe, & Hartup, 1979). 
Researchers have cap ita lized  on the expected congenial nature of cross-age 
in teraction .
Feshback and Devor (1969) reported a cross-cultural investigation of 
the teaching styles of 4-year-olds asked to teach 3-year-olds how to com­
plete a puzzle using only words and not th e ir  hands ( i . e . ,  " te l l  how to do 
the puzzle"). They examined the re lationship  of social class and race to  
the a ffe c t iv e  content of child ren 's  comments ( i . e . ,  frequency of
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spontaneous positive  and negative comments). They found that middle-class 
white children used more positive ly-toned comments ( e .g . ,  praise, 
encouragement, a ff irm atio n ) than lower-class black and white children and 
middle-class black children. No difference was found in the amount of 
negative comments ( e .g . ,  c r it ic is m ) used. The learn er 's  performance 
(number of e rrors , time to complete puzzle) was not correlated with the 
number of positive  or negative comments. Thus, differences in the 
children 's  teaching behaviours could not be a ttr ib u ted  to the learner's  
performance. This study provided fu rth er  support fo r the finding tha t even 
preschool age children can e f fe c t iv e ly  implement in d ire c t  forms of 
instructional assistance. However, i t  might be that a combination of 
ind irec t help ( e .g . ,  encouragement) and d irec t active assistance is more 
"natura l" to them.
In a more recent report, Feshback (1976) reported a series of fu rth er  
studies investigating reinforcement styles of children assigned to teach a 
peer a simple task. Feshback concluded that the d i f fe r e n t ia l  reinforcement 
patterns observed in her studies u lt im ate ly  reflected  d if fe re n t  h is tories  
of reinforcement in the home and school. For example, she found that  
problem readers in grade 2 tended to be more negative toward grade 1 tutees 
who were good readers. She argued that children whose cognitive and 
behaviour successes have been rewarded by parents w il l  tend to be more 
successful in school and be more responsive to in t r in s ic  reward system of 
the classroom. In the Feshback studies, part of the standardized procedure 
included a tra in in g  period in which _E taught the peer teacher a task ( e .g . ,  
a puzzle task) by resorting sometimes to active physical help, verbal 
description and in s tru c tio n , positive  and negative remarks, and a series of 
t r i a ls  using increasingly less help. Although the investigators did not 
allow children to use a l l  of these techniques with time constraints, i t
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might be tha t the teaching styles of children are d i f f e r e n t ia l ly  influenced  
by such a tra in in g  period.
C ic i r e l l i  (1972) investigated the teaching behaviours and 
effectiveness of children teaching siblings and nonsiblings the concept of 
a trapezoid in a 10-minute session. They expected that older siblings  
would be more e ffe c t iv e  teachers ( i . e . ,  learner would achieve a higher 
posttest score on the concept attainment task) because of w ell-established  
communication lin e s . They found tha t g ir ls  were more e f fe c t iv e  than boys 
for teaching younger sibs. Also, g ir ls  were more e f fe c t iv e  when teaching 
younger sibs than nonsibs, whereas boys were more e f fe c t iv e  when teaching 
younger nonsibs. The authors related the findings to sex role differences  
in the home ( i . e . ,  g ir ls  are more l ik e ly  delegated the role of caring fo r  
youngers; boys are more l ik e ly  involved in s ib lin g  r iv a l r y ) .  Also, the 
investigators found that behaviours characterizing a deductive teaching 
approach ( i . e . ,  explain ing, describing, and defining the concept; demon­
stra ting  and i l lu s t r a t in g  a ttr ib u te s  with examples) occurred most often  
with the most successful groups of tu to rs . In th is  study the £  tra ined the 
older children in the trapezoid concept to a given learning c r i te r io n  in a 
35- to 40-minute session using a standardized procedure that involved a 
varie ty  of teaching techniques. Thus, there is some question of whether 
the investigators a c tu a lly  tapped the n a tu ra lly  occurring instructional  
behaviours of these children.
C ic i r e l l i  (1974) conducted a second task ( i . e . ,  an object sort task 
having no "right" answers) tha t did not require pre tra in in g . Effectiveness  
of teaching was obtained by evaluating task performance of the recip ient on 
an a lte rn a t iv e  object-sorting task ( e .g . ,  number of ungrouped items, number 
of groupings). Also, in teraction  during teaching sessions was described
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and coded. Several of the helper & rec ip ien t behaviour categories were 
related to the rec ip ien t outcome measure. Again the authors summarized the 
findings by concluding that behaviours resembling a deductive teaching 
sty le  ( i . e . ,  an explanatory teaching pattern with older children providing 
category labels and explanations, cues and h in ts , and pertinent questions, 
and youngers accepting help and verba liz ing  th e i r  own a c t iv i t ie s )  proved to  
be a common pattern associated with higher learner performance. 
Developmental differences were not found.
Garbarino (1975) found tha t the nature of the in te rac tio n  between an 
older ch ild  ins tru c to r  and a younger learner on a "sorting" board game 
varied according to whether or not the in s tru c to r  antic ipated a reward fo r  
his or her teaching. Instructors who did not expect an external reward 
( i . e . ,  money) exhibited more po s itive  emotional tone ( i . e . ,  as measured by 
an observer rating scale) and were more e f fe c t iv e  teachers ( i . e . ,  th e i r  
recip ients made less errors and earned a greater learning score on a post­
te s t ;  also they showed greater learning and less errors per teaching 
t im e). Garbarino concluded tha t in t r in s ic  motivation might be an important 
facto r in determining success of tu to r in g . More im portantly , the analysis  
of the behaviour in te rac tion  suggested that mid-elementary school-age 
children can use hypothesis-generating and nonintrusive teaching techniques 
as well as showing that they are most l i k e ly  to e xh ib it  these behaviours 
versus "opposite" behaviours when there are no external material 
contingencies. However, an in tr ig u in g  aspect of th is  study is tha t the 
results fo r  spec ific  teacher behaviour codes look l ik e  they can be 
regrouped to correspond with one of three general categories of 
h e lp er-rec ip ien t involvement (see In tro du ctio n ). A re-examination of the 
Proportional frequencies reported fo r the teacher in the "no reward"
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condition suggests tha t the smallest proportion of behaviours involved 
d ire c t  physical help ( i . e . ,  " tu to r  places a chip on the board"), with a 
la rger proportion of behaviours related to encouraging the learners ' 
physical p a rt ic ip a tio n  and involvement in the task , but not th e ir  cognitive  
p a rt ic ip a tio n  ( i . e . ,  "giving a verbal answer;" making a "specific  demand 
fo r  tu tee  a c tio n " ) .  The largest proportion of peer teacher behaviours 
seemed to involve those th a t encouraged both physical and cognitive  
p a rt ic ip a tio n  by the learner in the task solution ( i . e . ,  "requesting an 
answer;" "giving and requesting a cue or hypothesis"). The data reported 
in the study are proportional and i t  is d i f f i c u l t  to discern i f  regrouping 
the sp ec if ic  behaviour codes in to  these three general leve ls  of teacher 
in tervention re f le c ts  d iscrim inating preferences. F in a l ly ,  i t  should be 
noted tha t the child  teachers received p re - in s tru c tio n  in the task by E_, 
and tha t JE used a s ty le  of teaching characterized as "hypothesis 
generating" and "a f fe c t iv e ly  supportive." Thus, i t  is d i f f i c u l t  to know to  
what degree the peer teaching behaviours exhibited were n a tu ra l is t ic  or 
were modeled from E^ 's t ra in in g  session. In a d d itio n , the child  instructors  
in th is  study were reported to be fa m il ia r  with tu to ring  younger children  
as part of th e ir  regular school program.
Szynal-Brown and Morgan (1983) extended the study by Garbarino (1975) 
to study the teaching charac te r is t ics  of boys and g ir ls  teaching another 
child arithm etic  problems under three reward conditions ( i . e . ,  no reward, 
noncontingent reward, performance of tutee-contingent reward). This study 
also d if fe re d  from Garbarino's (1975) by using children who were predeter­
mined to exh ib it  positive  re in forc ing styles ( i . e . ,  used a predominance of  
encouraging statements in a prelim inary tu to r ing  session versus negative or 
neutral statements) as part of th e i r  natural mode of teaching. Szynal-
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Brown & Morgan found that the reward conditions did not influence the 
reinforcement sty le  of the tu to r  ( i . e . ,  number of global positive or 
negative behaviours) or the amount learned by the tutee ( i . e . ,  on a 
posttest of addition fa c ts ) .  Overall emotional tone and motivation to  
spend extra time teaching was lower in the performance contingent group. 
Also, same-sex pairs were described as more relaxed ( i . e . ,  higher rating of 
emotional tone) than opposite sex-pairs .
Same-age versus cross-age -  Researchers have examined children 's  
helping and teaching of peers who are of the same chronological age or 
developmental level and compared th e ir  behaviour with the nature of 
instruction and help given to younger peers (or peers at a lower 
developmental level of function ing). They have made these comparisons to 
study children 's  a b i l i t y  to adapt th e ir  behaviours to the "age" 
charac ter is t ic  of the rec ip ien t. Children do spend a considerable amount 
of time in d a ily  contact with peers who are not the same age (Barker & 
Wright, 1955). In addition, the increasing number of mainstreaming studies 
reported that i t  is common to find more advanced children ( i . e . ,  
nonhandicapped children) engaged in instructional interactions with less 
advanced children ( e .g . ,  Guralnick, 1978) and i t  is hoped that the qu a lity  
of these interactions would be such that the handicapped child would derive  
certain benefits (e .g . ,  observational learning of appropriate social 
behaviours and accommodations).
In a study by Guralnick and Paul-Brown (1980), preschoolers p a r t ic i ­
pated in dyadic in teractional s ituations in which children were asked to  
instruct peers of varying degrees of mental a b i l i t y  ( i . e . ,  m ild ly ,  
moderately, severely delayed, or no handicap) to operate a p a rt ic u la r  toy. 
Emphasis was given to helper's a b i l i t y  to adjust th e ir  language in te rac -
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tions in s e n s it iv ity  to the role of the part ic ip an ts . The verbal 
communications of the help-g iver were coded according to the function of 
the utterances ( i . e . ,  as e ith e r  a behaviour request, information-seeking  
request, or informational statement), and th e ir  discourse features ( i . e . ,  
number of rep e tit io n s ; extent to which nonverbal assistance was employed; 
evaluation of dominant p a r t ic ip a n t) .  With less advanced peers, 
preschoolers resorted to instructional strategies u t i l i z in g  compliance with 
behaviour requests ( i . e . ,  the proportion of behavioural requests increased 
but informational statements and questions decreased; repetit ion  of 
behaviour requests was greater with less advanced peers). Nonverbal 
assistance occurred at high rates for a l l  groups. However, the verbal 
instructional in teraction  was dominated by the nonhandicapped child  when 
in teracting  with less advanced companions and th is  dominance faded when 
in teracting  with nonhandicapped peers. The authors interpreted differences  
in preschoolers usage of categories of communication as re f lec tin g  
appropriate adjustments to the more lim ited  cognitive and l in g u is t ic  
a b i l i t ie s  of the handicapped companion, although there was no c lear measure 
of "effectiveness" or "success" of a strategy or functional category.
In a fu rther study using s im ila r  instructional dyads, Guralnick and 
Paul-Brown (study c ited in Guralnick, 1981), focused on preschoolers' 
attempts to c la r i f y  th e ir  behaviour requests ( e .g . ,  to ensure l is te n e r  com­
prehension of the behaviour requests or compliance through adding 
demonstration, explanations, or inquiries  about l is te n e r  knowledge le v e l ) ,  
when the behaviour request was i n i t i a l l y  unsuccessful in securing l is te n e r  
compliance. They defined such attempts as "adaptive communications" and 
found that the proportion of adaptive communications used increased when 
recipients were more severely handicapped. Also, there was a considerably
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greater degree of success achieved in eventually obtaining compliance with 
companions who were moderately, m ild ly , or nonhandicapped children.
Although children were generally persistent in th e ir  attempts with severely  
handicapped peers, they were successful in about one-half of the 
instances. The authors interpreted the findings as fu rth er  evidence of 
"appropriate" verbal adjustments by preschoolers. One of the lim ita tio n s  
of these research studies by Guralnick is that they fa i le d  to examine the 
nature of nonverbal instructional behaviours which previous studies have 
shown to be an important component of instruction and helping by children  
with th e ir  peers.
Hurwitz (1979) divided a group of fourth-grade children into three  
groups of high, moderate, or low ro le -takers  (based on th e ir  performance on 
a ro le -tak ing  ta s k ) .  Then, he examined the fourth-grade child ren 's  m odifi­
cations of th e ir  verbal and nonverbal instructional behaviours when in te r ­
acting in dyads with a peer described as "retarded" or "normal." In 
a c tu a l i ty ,  the two peers were confederate subjects tra ined to show iden­
t ic a l  behaviours (by following instructions but otherwise maintaining a 
"passive" posture). The child  helpers were asked to teach the peers to  
build an erector set t r ia n g le .  All helpers had the building procedure 
explained to them, were to ld  that the rec ip ient would not act unless 
instructed to by the helper, and to ld  that the task was to be done 
together. A 10 second in terva l checklist was used to record the occurrence 
or nonoccurrence of each of 13 predetermined behaviour codes for helper and 
rec ip ien t. Hurwitz found that high ro le -takers  used s ig n if ic a n tly  more 
reinforcing statements (e .g . ,  consoling verbalizations or constructive  
feedback), verbal modelling ( e .g . ,  ta lk  of actions and work to be done), 
and "we" statements than the other helper groups. Also, high ro le-takers
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used more reinforcing statements and democratic messages ( i . e . ,  providing 
options or choices, which the authors interpreted as a way to probe re c i­
pient c a p a b il it ie s )  when in teracting  with a "retarded" peer. In contrast, 
the other groups of ro le -takers  did not vary th e ir  behaviours with 
d if fe re n t  peer conditions. Also, the div is ion of physical manipulations 
involved in building the t r ia n g le  was equal in dyads containing high ro le -  
takers but not in the other dyads. Hurwitz conjectured that the greater  
use of verbal modeling, reinforcing statements, and democratic behaviours 
by high role-takers led to the greater rec ip ient involvement in these 
dyads. One of the l im ita tio n s  of th is  study is the lack of genera li-  
z a b i l i t y  of the rec ip ie n t 's  "passive" posture to the natural flowing 
reactions of fourth-grade recipients in instructional in teractions . In 
real l i f e ,  the lea rn er-rec ip ien t is l ik e ly  to take a more active role  
(Nelson-LeGal1, 1981). Thus, i t  is d i f f i c u l t  to discern norms for usual 
fourth-grade helpers' behaviour (or among fourth graders of varying 
ro le -tak ing  s k i l l s ) .  For example, i t  is questionable whether grade 4 
helpers usually provide proportionately as much d irect active intervention  
fo r  completion of task materials as they did in th is  study. Note also, 
that the teaching instructions specified that the task be "done together" 
and th is  might have prompted helpers to use more active intervention than 
they would have i f  the goal fo r  helping was that the recip ient master the 
task. The study does point to  the v a r ia b i l i t y  in helping strategies and 
teaching techniques used by a p a r t ic u la r  age group of children.
Hartup and his colleagues have examined peer in teraction  in same- and 
mixed-age situations expecting the nature of the behaviours to d i f f e r  
because of d if fe re n t  social functions that symmetrical and asymmetrical 
peer interactions are expected to serve (see In troduction). In an
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
171
empirical study, Senior, Musser, and Hartup (1981) examined the amount and 
types of help that fourth-grade children gave to peers who were two years
younger, o lder, or the same age as themselves. The fourth-grade "helpers"
were given materials fo r  an easy and hard puzzle and to ld  to learn them on 
th e ir  own. Then, they were asked to stay in the presence of the peer 
attempting the puzzles and to ld  to help i f  they wanted to . They found that
a ll  recipients were more l ik e ly  to ask fo r help on the d i f f i c u l t  than easy
puzzle and that the young recipients did not seek more help on e ith er  task 
than the older rec ip ients . The helpers did appropriately increase the 
amount of help given with the d i f f i c u l t  over the easy task. They gave more 
direct physical assistance (doing parts of task) with the hard than the 
easy puzzle. Also, they gave more supportive help (including offers  of 
help, verbal and nonverbal information about the task, positive or negative 
feedback, and "sociable ta lk  and behaviour" that is task-re la ted  but not 
important to i ts  completion) with the d i f f i c u l t  than easy task. No 
differences in d irec t assistance occurred with the age composition of the 
dyads. In contrast, younger recipients were given more supportive help 
than same-age and older rec ip ients . More s p e c if ic a l ly ,  they received more 
of the "sociable ta lk  and behaviour" that was task -re la ted  but not 
appreciably important to getting the task done. The investigators argued 
that the greater amount of "sociable help" given the younger groups seemed 
to serve the function of showing in te res t and encouragement and supported 
the expectation that prosocial behaviour is more l ik e ly  to be e l ic i te d  and 
practiced in in teraction with younger peers. One other category of helper 
behaviours re f lec tin g  fr ie n d ly  behaviours that were not ta s k -re la te d , did 
not d i f f e r  with the puzzle d i f f ic u l t y  or the age composition of the dyads.
A cursory re-examination of the reported mean frequencies for each category
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of helper behaviours seems to suggest that grade 4 children gave more 
in d irec t assistance ( i . e . ,  the sum of frequencies fo r  the d if fe re n t  
categories of supportive help excluding the "sociable ta lk  and behaviour" 
category) than d irect active help with both types of tasks and with a l l  
three age groups of rec ip ien ts . However, i t  is possible that several 
ind irec t help behaviours ( e .g . ,  verbal, and nonverbal information) occurred 
simultaneously to convey one message of in d irec t help about the puzzle 
completion. I f  the message was coded into the separate codes, then 
comparisons cannot be made between the frequencies fo r  ind irec t assistance 
(as the sums of the frequencies of the codes) and instances of d irec t  
help.
In a fu rther study, Ludeke and Hartup (1983) examined developmental 
changes in child ren 's  teaching behaviours as well as the manner in which 
variations in the instructional behaviour could be a ttr ib u te d  to age 
differences between child  teachers and rec ip ien ts . Nine- and 11-year-old  
g ir ls  were tra ined in a moderately d i f f i c u l t  board game and asked to teach 
the game to g ir ls  who were e ith e r  th e ir  own age or two to four years 
younger. The recipients were tested in the rules of the game at the end of 
the teaching episode. The most frequently used instructional behaviours 
for 9- and 11-year-olds were ru le -g iv ing  statements, rule rep e tit io n s , and 
demonstrations. Less frequently used instructional techniques were d irec t  
assistance, giving advice and choice, orienting comments, and c a llin g  
attention to one's performance. Praise and assessment questions ( e .g . ,  of 
rec ip ie n t 's  progress and understanding) were ra re ly  used. Although helpers 
seemed to emphasize rules over options and choices, th is  pattern might have 
been influenced by the nature of the tra in in g  ( i . e . ,  £  had explained the
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rules of the game, the game was t r ie d  and played, and " test"  questions were 
t r ie d  with the child  teacher) ind icating  tha t rules should be stated and 
reviewed.
Ludeke and Hartup (1983) found tha t younger recip ients  did not d i f f e r  
from older ones in th e ir  behaviours during the in te rac tio n  ( e .g . ,  bids fo r  
help) or in th e ir  post game quiz. However, the behaviour of the teachers 
did vary depending on the age of the teacher ( i . e . ,  9-year-olds used more 
d ire c t  assistance and assessment questions than 11 -year-o ld s ), as well as 
the age composition of the dyads. D irect assistance, assessment questions, 
advice-g iv ing , and praise occurred s ig n i f ic a n t ly  more often with recip ients  
younger by four years, next most frequently  with those younger by two years 
and leas t frequently  with same age peers. Repetitions occurred s i g n i f i ­
cantly more often with younger than same age groups. Ludeke and Hartup 
(1983) concluded that since both 9- and 11-year-olds made accommodations, 
they l ik e ly  have an " im p lic it  theory of teaching" demanding more cognitive  
structuring ( e .g . ,  re p e tit io n s )  and a f fe c t iv e  support ( e .g . ,  pra ise) fo r  
younger children because they have in fe r io r  processing s k i l l s .  An 
additional explanation is tha t children may fear less reactance to d ire c t  
and control the re c ip ie n t 's  involvement when there is an age d iffe rence .
The children in th is  study did appear more nurturant but also more con­
t r o l l in g  and d irec tin g  in th e i r  attempts to  ensure than an instructional  
message was being received and followed by the younger of the rec ip ien ts .
Same-age and cross-age groups -  Researchers have investigated  
ch ild ren 's  play in teractions in small groups with peers who are of the same 
age or are older or younger. Some of th is  research has a bearing on the 
nature of ch ild ren 's  helping and instructiona l behaviours and ch ild ren 's  
s e n s it iv i ty  to the developmental status of th e i r  partners.
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Graziano, French, Brownell, and Hartup (1976) constructed four 
d if fe re n t  same-age and mixed-age t r ia d s  of th ird  graders and f i r s t  
graders. Their task performance was studied on a block tower building  
game. Considered as u n its , the overall group p roductiv ity  and the general 
strateg ies employed in problem solving were the same in mixed-age t r ia d s  as 
in same-age tr ia d s  (whether a l l  f i r s t  or th ird  graders). However, children  
in same-age tr ia d s  ta lked with each other more than in mixed-age t r ia d s .
The mixed-age tr ia d s  were marked by d i f fe re n t  contributions from individual  
members. Third graders increased th e i r  task performance when playing with 
f i r s t  graders, re la t iv e  to th e ir  performance with same-age peers, even 
though f i r s t  graders performed as well as th ird  graders. Singleton th ird  
graders took i n i t i a t i v e  more frequently  by placing the f i r s t  block, by 
placing more to ta l  blocks, and by stra ightening the tower more o ften . In 
general, singleton th ird -graders  appeared to take a greater role in i n i t i ­
a t in g , m aintain ing, and perhaps dominating the a c t iv i t y .  These differences  
were not found for f i rs t -g ra d e rs .  Although children in th is  study were 
to ld  "to play" rather than help or teach, the pattern of greater d irection  
and control of younger ch ild ren 's  behaviour by older children seemed 
reminiscent of the findings in peer helping-teaching l i t e r a tu r e .
Musser and Graziano (1981) investigated whether children show greater  
help to younger recip ients  than older ones because they believe the 
youngers are less competent and therefore  they feel a need to t r y  to com­
pensate fo r  or help the youngers. Based on th is  assumption, they expected 
that i f  a child  believed a younger peer to be especia lly  good at a task ,  
then he or she should show less compensatory behaviour toward that peer. 
S im ila r ly ,  i f  a child  believed tha t an older peer is not good at a 
task, then he or she might be less l i k e ly  to le t  the older peer take over.
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These researchers used the block tower building task and observed the 
behaviour of ta rget th ird  graders placed with e ith e r  two f i r s t  graders, two 
th ird  graders, or two f i f t h  graders. The ta rg et th ird  graders were to ld  
tha t the other peers were very competent in the game (competence 
con d it io n ), not competent (no competence condition) or not to ld  anything at 
a l l  (control cond ition ). They found tha t in the mixed-age groups, children  
increased th e ir  performance with youngers and decreased i t  with olders  
regardless of "competence information" received or not received. However, 
information about competence had a d e f in i te  e f fe c t  with the same-age 
groups; th ird  graders dram atically  increased th e ir  performance with age- 
mates said to be competent. Again i t  should be noted tha t the grade 3 
target children were not to ld  "to help" peers in the task. Although tha t  
ins truction  might have moderated the differences across the mixed-age 
groups, i t  might not have changed the pattern of a c t iv i t y  and involvement 
observed.
Hudson, Forman, and Brion-Meisels (1982) used a cross-age group s itu a ­
tion  to compare the teaching and helping behaviours of grade 2 children  
id e n t i f ie d  as high or low ro le -takers  ( i . e . ,  on a m u lt i fa c to r ia l  assessment 
of ro le  taking using normative data approach). Each grade 2 child  was 
videotaped fo r  20 minutes teaching two same-sex kindergarten children a 
paper c r a f t .  The m ateria ls  fo r  making the c ra f t  ( e .g . ,  scissors) were 
l im ited  to maximize the p o s s ib i l i ty  of social c o n f l ic t  and neediness on the 
part of the rec ip ien ts . P rior to the peer teaching session, the _E met with  
the second graders in groups and taught them the sequence of steps to make 
the c ra f t  by modeling appropriate teaching and discussing possible task-  
related problems and solutions with them. Each t r ia d  of children was 
informed of the grade 2 c h ild 's  res p o n s ib il ity  fo r teaching the a c t iv i t y .
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The researchers reported high ro le -takers  to show s ig n if ic a n t ly  more 
instances of "social problem-solving" in the group ( e .g . ,  giving stra teg ies  
fo r  dealing with l im ited  props). Also, the high ro le -takers  showed more of 
the " fr ie n d ly "  behaviours thought to  r e f le c t  a democratic teaching sty le  
( i . e . ,  provided more options or choices; used more s e l f - c r i t i c a l  remarks as 
i f  to reassure the re c ip ie n t ) .  The two groups of helpers did not d i f f e r  in 
the amount of help given by "lending a hand" in task completion ( i . e . ,  
d ire c t  help) or in the number of questions answered. However, high ro le -  
takers were more responsive to grade k ch ild ren 's  questions and need fo r  
task assistance ( i . e . ,  they showed less instances of f a i l in g  to answer a 
question asked, or f a i l in g  to respond to in d ire c t  requests or bids fo r  
help ). Also, high ro le -takers  made more o ffers  to help with the task. In
contrast, low ro le -takers  did not seem to id e n t i fy  problems unless con­
fronted d ire c t ly  or e x p l ic i t ly  by the rec ip ie n t .  One l im ita t io n  of th is  
study is the study did not report the success or effectiveness of help 
given. Also, the data did not seem to be coded in mutually exclusive  
categories. Thus, i t  is not possible to compare r e la t iv e  frequencies to 
acquire a general ideal of second-grade ch ild ren 's  preferences fo r  helping 
strateg ies ( e .g . ,  d ire c t  help versus in d ire c t  he lp ing ). Although video­
taping might be suspected to influence ch ild ren 's  behaviour, the in v e s t i ­
gators reported that a tten tion  to the videotape equipment occupied less 
than 5% of the sessions and did not seem to in h ib i t  the children.
Child versus adult teachers -  Many authors assume that children can be 
e ffe c t iv e  teachers. Some authors argue that because children are more 
l ik e ly  to develop an a f fe c t iv e  re la tionship  and sa tis fy in g  acceptable 
communications, they may be b e tte r  teachers than adults ( e .g . ,  A llen ,
1976). There is some evidence that children may be more e f fe c t iv e
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instructional models than adults ( e .g . ,  Barry & Overman, 1977; Nordquist, 
1978). Also, there is some lim ited  data of ch ild ren 's  helper preferences 
to suggest that children and adolescents prefer peers over adults as 
helpers and that th is  preference seems to increase with age (e .g . ,  Bachman, 
1975; Nel son-LeGal 1 & Gumerman, 1984). Nelson-LeGal1 (1981) suggested that  
children may prefer to consult peers rather than adu lts , because peers may 
be more accessible and do not play a formal evaluative role in the settings  
tha t children require help ( e .g . ,  classroom). In fa c t ,  "prosocial 
a c t iv i ty "  held a more highly rank-ordered position in peer in teraction  than 
in ad u lt-c h ild  in teraction  in the six cultures included in an anthropo­
logical study of societal in teraction  among ch ild ren , and in teraction  with 
other individuals (Whiting & Whiting, 1975). Only a few studies have 
system atically examined the instructional strategies used by children and 
compared them to adult s tra teg ies .
Thomas (1972) investigated whether elementary school children were as 
e ffe c t iv e  as adults in promoting reading gains in second graders over a 
series of dyadic instruction s itu a tio ns . They also examined differences in 
the q u a lity  of the interactions when sixth graders or college students 
acted as tu to rs . Sixth-grade tutors were more d ire c t  and used "visual -  
kinesthetic modalities" more frequently than college-age tu to rs . In tu rn ,  
the tutees of the sixth graders were more open in th e ir  expression of 
fee lings . College tutors were more task-oriented and tended to push the 
learners harder through materials of an inappropriate le v e l;  th e ir  learners  
were more verbal. Thomas suggested that the nature of the in teraction was 
more pleasant when the age range between tu to r  and learner was closer. 
Thomas also found that sixth graders taught as well as college students 
until grade 4 reading material was used. Pre- and posttests revealed that
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college students were b e tte r  at promoting gains in vocabulary a c q u is it io n ,  
but there were no differences fo r  oral reading performance or reading com­
prehension. I t  is not c lear whether pre tra in ing  was a part of the tu toring  
program.
E l l is  and Rogoff (1982) assessed differences between child  and adult 
teaching strateg ies in a dyadic instruction  s itu a tio n . Adult women and 
grade 4 children taught the location of items for a "school" category te s t  
( i . e . ,  p ic ture  sorting) and a "home" category te s t  ( i . e . ,  shelving of items 
in a simulated kitchen) to second graders. They found tha t children used 
more nonverbal physical demonstration than verbal ins tru c tio n  whereas 
adults used more verbal than nonverbal ins truction  and e l ic i te d  more verbal 
learner p a r t ic ip a t io n . Children focused more on the physical placement of 
the item whereas adults made more references to cognitive aspects of c las ­
s i f ic a t io n  ( i . e . ,  general grouping, re la tionsh ip  to  other items 
g e n e ra lly ) .  On the "school" category task , the learners of both groups 
were l e f t  to physically  place the m ajority  of the items. On the "home" 
category task , the child  helpers physica lly  placed the large m ajority  of 
the items, but the adult helper placed fewer of the items than th e ir  
learners. Apparently, grade 4 helpers t r y  to l im i t  the amount of d ire c t  
help given on school-type tasks. The authors also found that learners  
taught by adults performed b e tte r  on a posttest of learning generalization  
than learners taught by ch ild ren . Notably, over h a lf  of the adult teachers 
reviewed m ateria ls  but less than a quarter of the ch ild  teachers reviewed 
information taught before terminating th e ir  ins tru c tio n  session. One of 
the l im ita t io n s  of th is  study is that the researchers did not examine the 
level of information value conveyed in the various verbal and nonverbal 
messages ( i . e . ,  amount of information conveyed about placement of a
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spec ific  ite m ), or how the level of information ( e .g . ,  question or 
prompt versus answer) re lated  to overall e ff ic a c y  of in s tru c tio n .
Bryant and Crockenberg (1980) reported corre la tions between the 
helping that 50 mothers and f irs t -b o rn  female s ib lings (in  grades 6 and 7) 
used to assist fo u rth -  and f i f th -g ra d e  second-born g ir ls  in dyadic helping 
s itu a tio n s . The younger s is te r  was blindfolded and to ld  to build a block 
tower with one hand. The mother or older s is ters  were assigned the role  of 
helpers. However, the mothers were to ld  not to touch the blocks in helping 
whereas children were to ld  to help one another in any way. The sessions 
were videotaped and averaged about seven minutes. Mother and s is te r  
helping behaviours were scored in to  various behaviour dimensions. Children 
showed much of the same behaviour dimensions as mothers. The most 
frequently  used dimensions were "s o lic ite d  help" (verbal statement or 
a c t iv i t y ) ,  "unsolic ited positive" (he lp , approval, encouragement), and 
"unsolic ited negative" (d isapproval). A given c h i ld 's  behaviour did not 
match tha t of her mother. Mothers who gave unsolic ited  positive  behaviour 
to youngest daughters had older daughters who gave unsolic ited negative 
behaviour. That corre la tion  suggested tha t the older ch ild  might have 
attempted to help and encourage but lacked the s k i l ls  to carry i t  o f f  
e f fe c t iv e ly .  The authors reported tha t th is  finding f i t  th e ir  impression 
that "helping" sometimes involved control ("bossiness"). Also, the finding  
that help by the older sib correlated with anger by the younger sib was 
fu rth er  evidence tha t helping was not always experienced as useful or 
appropriate. Perhaps the older sibs were too d ire c t iv e  and in tru s iv e . One 
l im ita t io n  of th is  study is that the helping dimensions were very global 
and did not distinguish the level of assistance provided ( e .g . ,  d ire c t  
versus in d ire c t )  from the affective /em otional tone of the d e live ry . For
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
180
example, i t  is not c lear i f  younger s ib lings reacted negatively  to the 
inappropriate emotional expression in the s ty le  of help, to  an 
inappropriate amount of help ( i . e . ,  children were allowed to use physical
help but adults were not) or to  both.
The f in a l  observational study to be reviewed deviates somewhat from
th is  section heading. Wood, Bruner, and Ross (1976) examined tu to r ia l
in teractions between an adult and preschoolers to o u tlin e  d i f f ic u l t i e s  the 
tu to r  encountered in following "a program" of tu to r in g . Three-, 4- and 5- 
year-olds were examined in d iv id u a lly  with a tu to r  try in g  to allow a child  
to do as much of a task as possible by themselves ( i . e . ,  the tu to r  
instructed verb a lly  before intervening p h y s ic a lly ) .  The task was a block 
pyramid puzzle of in terlock ing  pieces. They found tha t the tu to r  in t e r ­
vened more and was ignored more with the youngest ch ild ren . The predomi­
nant mode of successful tu toring  with 3-year-olds was demonstration and 
d irec t physical assistance in contrast to verbal help. Four- and 5-year-  
olds received a higher proportion of verbal assistance than 3-year-o lds .  
Also, 5-year-olds received s ig n if ic a n t ly  less help overall than other 
rec ip ien ts , and in i t ia te d  s ig n if ic a n t ly  more " try ing -ou t"  behaviours than 
4-year-o lds , who in i t ia te d  more than 3-year-o lds . In fa c t ,  5-year-olds  
in i t ia te d  most of the a c t iv i t y  on the task themselves; they employed the 
tu to r  only when they experienced d i f f ic u l t y  or wanted t h e i r  solutions  
checked. Apparently, 5-year-olds exercised independent s tr iv in g s . The 
authors concluded tha t the proposed tu toring  program is e f fe c t iv e  i f  the 
tu to r  uses a "scaffolding" process ( i . e . ,  tu to r  concentrates atten tion  and 
e f fo r t  on components of the task that are w ith in  the le a rn e r 's  range of 
competence). Wood et a l . (1976) summarized the functions of a tu to r  to  
include: 1) recruitment of tutees in te re s t and a tten tio n  to task
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requirements, 2) reducing a task to manageable subcomponents, 3) 
maintaining d irection  of a c t iv i t y ,  4) marking c r i t i c a l  relevant features of 
a task , 5) f ru s tra t io n  control and reduction, 6) demonstration or modeling 
solutions. There are no studies to  date th a t have system atically  examined 
ch ild ren 's  instructiona l behaviours fo r  adhering d e lib e ra te ly  to the 
"program" of tu toring  used in th is  study ( i . e . ,  promoting the recip ients  to  
do as much of a task as possible by themselves).
Review of Interview Studies of Children 's Knowledge about Helping and 
Teaching Behaviours
A few studies have in d ire c t ly  examined c h ild ren 's  reperto ire  of e f fe c ­
t iv e  helping behaviours by using an interview  format. Burleson (1982) 
analysed age changes in ch ild ren 's  comforting verbal communications from 
childhood (grade 1) to la te  adolescence (grade 12). Subjects were 
presented with four hypothetical s ituations in which a friend experienced 
emotional d is tress , and were asked to state everything they might say to  
comfort the f r ie n d . The study reported tha t the number and varie ty  of com­
fo rtin g  messages increased with age. The youngest children produced an 
average of one message fo r  a s itu a tio n  whereas the oldest produced an 
average of two to three q u a l i ta t iv e ly  d i f fe re n t  s tra teg ies  fo r a 
s itu a t io n . Also, the q u a l i ta t iv e  nature of the comfort s trateg ies  
increased with age. Youngest children used stra teg ies  tha t deny or ignore 
the legitim acy of the a f fe c t iv e  features of the individual ( e .g . ,  t r y  to  
d is tra c t  or d ive rt  a tten tion  from the d is tress fu l s i tu a t io n ) ,  whereas older  
children used strategies that im p l ic i t ly  acknowledge, e laborate , or 
le g it im ize  the person's fee lin g  and perspective ( e .g . ,  appealed to 
circumstances and general princ ip les  to "explain away" the d is tre s s ) .  The 
author acknowledged that more advanced strateg ies by adult standards might
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not be more successful in a c tu a lly  improving the re c ip ie n t 's  s ta te ,  or more 
e ffe c t iv e  by peer norm standards i f  used by children in real l i f e  
s itu a tio n s .
Ladd and Oden (1979) found that ch ild ren 's  s e n s it iv i ty  to peer group 
norms fo r  s itu a t io n a l ly  appropriate helping behaviours ( i . e . ,  consensual 
ideas about how to intervene in d istress s itu a tio n s ) re la ted  to peer accep­
tance ( i . e . ,  nominations as "helpers" and "best f r ie n d s " ) .  Children, 8 to 
10 years o ld , were asked to suggest possible helping interventions in which 
a peer was having d i f f i c u l t y .  There were almost no age differences in sug­
gested modes of help. However, children who were less well accepted by 
peers had more "unique" ideas about how to respond to posed s ituations  
( i . e . ,  gave a response not shared by peer consensus), and a wider range of 
suggested types of interventions than did the more populars. The study 
also revealed that 8- and 11-year-olds were aware tha t strateg ies needed to  
be adjusted to the ch arac ter is t ics  of the immediate s itu a t io n , such as 
whether the rec ip ien t is found in the company of peers by whom he or she is  
being teased, or found alone distressed by the inc ident. The most frequent 
strateg ies generated fo r the la t t e r  s itu a tio n  focused on elim inating the 
said d is tre s s , while the most frequent strategy to the f i r s t  s itu a tio n  
aimed at ridding the environment of d istress-inducing facto rs . These 
authors (Ladd, 1981; Ladd & Oden, 1979) pointed out three commonly used 
helping strateg ies that correlated highly with peer acceptance and were 
valued by children in social s ituations ( i . e . ,  asking questions of peers, 
o ffering  useful suggestions or d irections to lead peers, and o ffe ring  
supportive statements to peers). These stra teg ies  are l ik e ly  to be 
applicable in a va r ie ty  of social or academic se ttings .
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A series of research studies (Barnett [Hofmans], D arcie , Holland & 
Kobasigawa, 1982; Mel burg, McCabe, & Kobasigawa, 1977; Tierney, 1977, 1978) 
has investigated ch ild ren 's  consideration of pertinent charac ter is t ics  of 
the helping s itu a tio n  fo r  determining the most appropriate helping 
responses. In the course of th is  extensive research p ro je c t ,  children  
between the ages of 5 and 15 years were required to generate helping 
responses fo r  d i f fe re n t  types of s ituations presented w ith in  story dilemmas 
(T ierney, 1977, 1978). Some of these story dilemmas included such 
s ituation  charac teris tics  as a competition ( i . e . ,  rules of a contest) or 
the re c ip ie n t 's  independence s tr iv ing s  ( i . e . ,  expressed desire to complete 
a task independently) which ty p ic a l ly  l im i t  or constrain the ac c e p ta b il ity  
of d ire c t  forms of in te rven tio n . Given such "task constra in ts ,"  mature 
helpful behaviours were reasoned to be those which enhanced the helper's  
personal resources to deal with his or her own d i f f ic u l t y  ( in d ire c t  he lp ), 
rather than those a c t iv e ly  accomplishing the chore fo r  the rec ip ient  
(d ire c t  he lp ). In the studies by Tierney and the remaining two studies, 
children were asked to evaluate the re la t iv e  appropriateness of classes of 
response including d ire c t  help ( e .g . ,  " I ' l l  do i t  fo r  you"), in d ire c t  help 
( e .g . ,  " I ' l l  give ideas on how you can do i t " ) ,  or nonintervention ( e .g . ,  
" I ' l l  wait and see what happens"). O vera ll ,  the results  were generally  
consistent with those reported by Barnett [Hofmans] et a l . (1982). The 
forced-choice interview  format of tha t study revealed th a t most of the 
youngest children thought that the greatest amount of involvement in the 
helper's  problems was best thing to do and no intervention the worst thing  
to do regardless of s itu a tio na l constraints. By 8 or 9 years of age, many 
children tended to predict the inconvenient consequences of d irec t help in 
s ituations where i t  would v io la te  the rules of a competition, and judged
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in d ire c t  and no help as more appropriate . Children of th is  age level were
found to value in d ire c t  help fo r  the independence s itu a tio n , but they did
not consider d ire c t  help to be the worst thing to do as they had fo r  the 
contest constra in t. I t  was not u n til  11 or 12 years of age th a t children  
showed consistent use of information about independence s tr iv in g s  fo r  
evaluating the best and worst ways to help. By th is  age, some of them 
valued independent achievement to the extent of spontaneously ind icating  i t  
might apply to s ituations where no constraint was e x p l ic i t ly  described. 
Notably, children generated in d ire c t  help stra teg ies  as a predominant 
solution in open-choice interv iew  formats ( e .g . ,  Melburg et a l . ,  1977;
Tierney, 1977) at la te r  ages than when they indicated in d ire c t  help
strateg ies as preferred responses in the forced-choice interview  formats.
Ladd, Lange, and Stremmel (1983) contrived s ituations in which alleged  
absent peers required task help and studied developmental changes in 
ch ild ren 's  helping choices. In one study, grade 1 and 4 children were 
interviewed about giving d ire c t  assistance with columns of knotted ropes 
"in progress." Older children were more l i k e ly  than younger children to  
decide to help with m aterials that were fa m il ia r  ( i . e . ,  pretra in ing given) 
and where fewer completed m ateria ls  indicated a greater rec ip ient need for  
help. In a second study, they examined the influence of apparent rec ip ien t  
need and helpers' competence on the amount of actual e f fo r t  expended by 
children in d irec t in tervention ( i . e . ,  amount of time spent and ropes 
t i e d ) .  Grade 1 and 4 children were assigned to d i f fe r in g  "need" and 
"competence" conditions and e ith e r  permitted to help spontaneously or 
exhorted to help an absent peer. The greater need of the absent peer and 
greater competence of the helper with the m ateria ls  produced greater  
persistence. Older helpers persisted more than younger helpers and
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persistence was enhanced by exhortation. In a th i rd  study, i t  was found 
that  older chi ldren 's  decisions to assist an absent peer with school work 
were influenced by recip ient  need i r respect ive  of gender. Younger children  
were more l i k e ly  to indicate a sex preference in t h e i r  helping decisions. 
Both age groups were less l i k e l y  to decide to help i f  th is  meant losing 
recess time. Both age groups were more influenced by information about 
disposit ional need ( re c ip ie n t 's  incompetence) than circumstantial need 
( re c ip ie n t 's  lack of t im e) .
Concluding Remarks
The effectiveness of ch i ld ren 's  teaching and helping has been examined 
with various c r i t e r i a  in the studies reviewed. However, the c r i t e r i a  used 
have not always been c lear  cut or obvious. The c r i t e r i a  used by 
researchers are l is te d  below. Each w i l l  be addressed to summarize general 
findings and developmental trends, to address methodological issues, and to 
point out possible future research d irect ions.  The c r i t e r i a  include:
1. The researchers' impressions of the appropriateness of the type of 
help given in accordance with:
a) the general nature of the rec ip ie n t 's  problem or goal. One 
l im i ta t io n  of the research l i t e r a t u r e  reviewed is that  the goals for  
interactions do vary. In some studies, children are asked to stand by and
help i f  they want to .  In other studies, they are tra ined to the extent of
discussing problems that  might arise and possible solutions for  dealing 
with them. One study has found that dif ferences in the "goal" for
involvement ( i . e . ,  to teach vs. to collaborate in problem solv ing) ,  led to
changes in the nature of the behaviours used by young elementary school 
children (Cooper et a l . ,  1982a). Some studies have included a 
"pretra ining" component, whereas other studies have attempted to avoid
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possible influences of exposing recipients to strategies and techniques 
they might be influenced to use and thereby confound measures of na tura l ly  
occurring self-determined behaviours.
A second l im i ta t io n  of the research is that  there is no conventional 
taxonomy of behaviours studied. Most of the studies have measured peer 
helping and teaching as a c luster  of behaviours on the part of the helper 
and given t h e i r  impressions of the appropriateness of these behaviours, but 
have d i f fe red  in the unit  of behaviour analysis.  The unit  of analysis has 
varied from a molar ( i . e . ,  r e la t iv e ly  large global units of behaviour) to  a 
molecular level ( i . e . ,  small ,  more minute, or spec if ic  u n i ts ) .  Given that  
procedures and measures are not readi ly  comparable from sample to sample, 
comparisons are d i f f i c u l t  to make. I w i l l  t r y  to piece together disparate  
studies in an e f fo r t  to form a picture of ch i ldren 's  teaching and helping 
behaviours. I t  should be kept in mind that  most of the existing studies 
were conducted on d i f fe re n t  children at d i f fe r e n t  points in development. 
Thus, developmental change was not systematical ly  examined -  a l im i ta t io n  
of a l l  cross-sectional research.
One purpose of the l i t e r a t u r e  review was to develop a coding system 
whereby helper-teacher behaviours could be divided into manageable and 
meaningful categories for  future study. I t  is possible to build a 
foundation of strategies and techniques generalizable to study of any 
in tervention,  whether a sustained instructional  episode or a one act 
helping attempt. This typology includes: (a) d irec t  physical intervention  
by the helper;  (b) in d irec t  helping conveying an obvious message or 
direct ion about steps towards solving a task or dilemma. The recip ient is 
expected to remain involved to take these steps or fo l low this  advice.  
However, i t  is intended that the recip ient requires very l i t t l e  re f le c t io n
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or decision making; and (c) in d ire c t  supportive help or instruction  
conveying subtle information about how the problem can be solved. The 
recip ient  is encouraged to r e f l e c t ,  consider, compare, an t ic ipa te  
consequences, or other features of choice and decision making and thus,  
contribute to the task or dilemma with cognitive act ion.  In addition to 
these classes of s t ra teg ies ,  other important peer he!per-teacher behaviours 
are posit ive  and negative evaluative feedback and attention-focusing  
behaviours ( e .g . ,  assert ive comments, in t e r a c t io n - in i t i a t in g  behaviours). 
Also a s ty le  or tone of de l ivery  exuding a p o s i t iv e ,  f r ie n d ly ,  pat ient  
approach seems important.
The l i t e r a t u r e  suggests that  even preschoolers spontaneously use forms 
of ind irec t  help ( e . g . ,  verbal suggestions and d irect ions)  for  emotional 
and task help ( e .g . ,  Marcus, 1977) and w i l l  change to a d i f fe re n t  form of 
help i f  not obviously successful in re l iev ing  distress ( e .g . ,  Zahn-Waxler & 
Radke-Yarrow, 1982). Some developmental trends in obvservational studies 
suggest that  mid-elementary school students use comparably more d irect  help 
than older elementary students (Ludeke & Hartup, 1983). There is some 
evidence to suggest that  by fourth grade, children show a preference for  
use of in d irec t  over d irec t  forms of help with tasks of varying degrees of 
d i f f i c u l t y  and recipients of various age levels (Senior et a l . ,  1981). 
However, ambiguities about the coding process make th is  a tenuous 
conclusion without fu r ther  research.
S im i la r ly ,  there is some suggestion of developmental trends in the 
research for  chi ldren 's  use of the two d i f fe r e n t  types of ind irec t  help.  
However, there is no research d i r e c t ly  examining developmental changes in 
children 's  preferences for  the most independence-inducing ind irec t  form of 
help over the less independence-inducing form. Several studies suggest
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that  the more advanced young elementary students ( e .g . ,  grade 2 high 
ro le - ta k e rs ) ,  and f i f t h -  and sixth-grade children are more l i k e ly  to use 
behaviours charac ter is t ic  of an "hypothesis-generating approach" or 
"democratic" approach (which emphasizes options, choices, and hinting  
rather than giving an answer). Again, the ambiguities in the coding 
process ( i . e . ,  Are codes mutually exclusive?) and the d i f f i c u l t i e s  in 
discerning the level of information content from the s ty le  or tone of 
delivery  for  a code reported in the studies, prevents one from making 
conclusive statements. Certa in ly  more research is needed to study 
developmental trends in ch i ldren 's  use of helper-teaching strategies  
re f le c t in g  the varying degrees of information and d i re c t io n .
Some studies have examined or reported findings bearing on the natural  
reward structures at work among children in peer helping and teaching 
episodes. Generally, i t  is found that  posit ive  reinforcement is very 
rare ly  used by preschoolers ( e .g . ,  Cooper, 1980). Even elementary school 
children rare ly  use praise ( e .g . ,  Ludeke & Hartup, 1983). However, 
evaluative feedback has been associated with effectiveness in helping in 
some studies ( e .g . ,  Cooper et a l . ,  1982) but not others (Feshback & Devor, 
1969). A po s i t iv e ,  f r ie n d ly ,  pat ient s ty le  of de l ivery  might be as 
variab le  among children of any given age group ( e .g . ,  Feshback, 1976; 
Garbarino, 1975; Szynal et a l . ,  1983) as i t  is between age groups.
b) the rec ip ients '  character ist ics  such as age or developmental 
l e v e l . Children of various age levels seem to adhere to the notion that  i t  
is important to give recipients of a younger age or lower developmental 
level greater d irect ion and/or encouragement than same-age or older  
recip ients even when no dif ference in actual rec ip ients '  behaviour is 
evident.  Helpers of "younger" children seem to increase th e i r  involvement
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( e .g . ,  Musser & Graziano, 1981), take more i n i t i a t i v e  ( e . g . ,  Graziano et 
a l . ,  1976), and seem to make more extensive attempts to keep the recip ient  
p ar t ic ip a t in g  and responding ( e .g . ,  Guralnick & Paul-Brown, 1981; Hurwitz, 
1979; Senior et a l . ,  1981) than helpers of same-age children. In fa c t ,  
mid-elementary school-age children increase the amount of d irec t  help,  
ind irec t  help, praise, and rep e t i t ion  with a greater age dif ference between 
the recip ient  and helper (Ludeke & Hartup, 1983). Ludeke and Hartup have 
suggested that children give more help with a greater age dif ference  
because they are responding to differences in the recipients perceived 
competence and a b i l i t y  le v e l .  This conjecture is supported by the f inding  
that  e a r ly -  and mid-elementary school-age children say they w i l l  and do 
give more d irec t  help to a more needy than less needy person (Ladd, Lange,
& Stremmel, 1983). Older helpers seem more l i k e l y  to use information about 
recip ient neediness than younger helpers.
c) the pert inent character is t ics  of the helping s i tu a t io n ,  such as
i )  nature of materials used. Mid-elementary school-age children were 
found to appropriately increase the amount of d irec t  help and ind irec t  help 
given with tasks of greater d i f f i c u l t y  (Senior et a l . ,  1981). However, i t  
was found that recipients increased t h e i r  requests for  assistance with more 
d i f f i c u l t  tasks as well (Senior et a l . ,  1981). Children are found to vary 
the type of help according to a d i f fe re n t  c h a rac te r is t ic  of the m ater ia l .  
That i s ,  mid-elementary school-age children provide less d irect  physical 
involvement and resort to more verbal instruction ( in d i re c t  help) on tasks 
resembling academic versus "home-like" demands ( E l l i s  & Rogoff, 1983). 
Perhaps children generalize from larger  societal expectations about 
independent mastery for  materials of an academic nature. For example, 
Cooper and Marquis (1983),  comment that sixth graders give "restrained"
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hints rather than answers to peers in academic contexts. C i c i r e l l i  (1972, 
1974) found that e f fe c t iv e  mid-elementary school-age helpers did not vary 
the nature of t h e i r  "deductive teaching style"  depending on whether a task 
was highly structured ( e .g . ,  teaching a trapezoid concept) or r e la t iv e ly  
unstructured ( e .g . ,  an ob ject-sort  ta sk ) .  However, they did not code 
behaviour according to the amount of d irec t  or in d irec t  help given.
c) the pert inent character is t ics  of the helping s i tu a t io n ,  such as
i i )  peer group norms. By 8 or 9 years of age, conformity to peer group 
norms seem widely enough established that "unique" helping behaviours, not 
generally shared by the group can be discerned (Ladd & Oden, 1979). The 
age differences in peer norms have not been studied. I t  would be 
in terest ing  to study whether there are peer group norms for  use of the 
three major classes of helping and instruct ional  strategies previously  
outlined. Also, i t  would be in terest ing  to study and d i f f e r e n t ia te  
chi ldren 's  verbal standards for  peer helping behaviours from the e f f icacy  
of the behaviours in ac tua l ly  reducing distress of peers. For example, 
awareness of three ind irec t  helping behaviours highly associated with peer 
acceptance in the Ladd and Oden (1979) study ( i . e . ,  o f fer ing  suggestions 
and d irec t ions ,  o f fer ing supportive statements, asking questions) might 
d i f f e r  widely from children 's  a b i l i t y  to carry them through behaviourally .
c) the pert inent character ist ics  of the helping s i tu a t io n ,  such as
i i i ) s i tuat ional  constraints re f lec t in g  larger  societal expectations.
There is observational evidence to suggest that  even 5-year-old children  
exercise independence str iv ings in t h e i r  task performance (Wood et a l . ,  
1976). However, interview studies ( e .g . ,  Barnett [Hofmans] et a l . ,  1982) 
suggest that  such children might not spontaneously acknowledge such 
str iv ings in others when providing help to them. Young kindergarten
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children seem oblivious to societal constraints fo r  d irec t  help although 
they are capable of predicting negative consequences for what would 
t y p ic a l ly  be considered in trus ive  intervention i f  they are prompted to 
think ahead. By 8 or 9 years of age children verbal ize  a preference for  
in d irec t  over d irect  physical help in situations where societal constraints  
e x is t ,  whereas by 10 or 11 years of age they seem p a r t ic u la r ly  sensit ive  to  
various kinds of autonomy str iv ings  in others ( e . g . ,  to compete, to be 
independently successful) . I t  is not known whether children ac tua l ly  show 
t h e i r  verbal izable  preferences in t h e i r  helping behaviours. Also, as 
previously mentioned, i t  is not known i f  they show a preference for  using 
one form of ind irec t  help over another.
2. The e f f icacy of the type of help for  producing change in recip ient  
performance, such as:
a) a s ign i f ica n t  improvement in the rec ip ie n t 's  overall  state  
following the in teract ion  ( i . e . ,  task completion; task competence).  
Mid-elementary school-age students are found to have a higher ra t io  of 
successes to to ta l  attempts than preschoolers in attempts to e f fec t  
posit ive  change in peers in the classroom or the schoolyard (Severy &
Davis, 1971). However, i t  is not known what kinds of attempts proved most 
successful for  what kinds of circumstances for  that  study. Generally,  
studies looking at th is  c r i t e r i a  have measured "positive change" by the 
rec ip ie n t 's  performance score on the task being learned by a high posttest  
score on the same task or a generalization task. The research suggests 
that peer instruction techniques demanding a high degree of involvement by 
the rec ip ient  produce greater recip ient competence in the task to be 
learned. For example, E l l i s  & Rogoff (1982) report that d irect  help by
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th i rd  graders was f a c i l i t a t i v e  in helping to get the task accomplished, but 
the greater use of ind irec t  help by adults ( e .g . ,  more verbal explanations,  
verbal markers of c r i t i c a l  features of task,  and more review) was most 
f a c i l i t a t i v e  in changing the rec ip ients '  competence. S im i la r ly  helpers 
using an hypothesis-inducing s ty le  (marked by cues and prompts and 
therefore l i k e ly  greater rec ip ient  involvement) generated greater rec ip ient  
competence in one other study (Garbarino, 1975). C i c i r e l l i  (1972, 1974) 
found that a deductive teaching s ty le  by 8- to 12-year-old children  
demanding a high degree of peer teacher involvement ( i . e . ,  explaining;  
describing; defining concepts; demonstrating examples) but also rec ip ient  
involvement (questioning rec ip ien t ;  giving cues and h ints;  having recip ient  
verbal ize behaviours and cooperate) was associated with change in recip ient  
competence. Developmental change was not studied, and pretra ining and 
preinstruction might have confounded resu lts .
b) e f f icacy  of a specif ic  behaviour fo r  producing an immediate 
specif ic  consequence. An example of th is  type of c r i t e r i a  is a successful 
move by the recip ient in a board game or in making a puzzle following a 
p a r t ic u la r  message by the peer helper-teacher. The type of studies using 
th is  c r i t e r i a  have placed heavy emphasis on chi ldren 's  verbal communication 
s k i l l s  and the importance of c lear  messages and precise instructions.  Not 
surpr is ing ly ,  chi ldren 's  more precise communications ( i . e . ,  have more 
accurate labels and descriptors and greater re fe re n t ia l  s p e c i f ic i ty )  
produce more successful behaviours in t h e i r  partners' performance, even 
when neither partner ac tua l ly  "know the answers" to the task ( e .g . ,  Cooper, 
1980; Cooper et a l . ,  1982a). In fact  the research on the development of 
children 's  communication s k i l l s  can probably t e l l  us much about th e i r  
a b i l i t y  to formulate c lear  verbal messages when helping or instructing a
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peer. However, nonverbal behaviours are also an important component of 
helping behaviours. Evaluative feedback and responsivity to the partner,  
which are two behaviours associated with successful performance during a 
task ( e .g . ,  Hurwitz, 1979, Guralnick and Paul-Brown, 1980) can be 
communicated by nonverbal means as w e l l .  Also, the helping and teaching 
research suggests that  i t  is sometimes important that  the help given not be 
e x p l ic i t  or precise about communicating an answer ( e .g . ,  i f  independence 
constraint is operat ive) .  Instead, i t  may be as important for  the helper  
to be able to break down a task into subcomponents ( c f . ,  Wood et a l . ,  1970) 
and provide hints or clues about how to accomplish that  portion of the task 
( e .g . ,  Garbarino, 1975).
c) the increased receptiveness or cooperation on the part of the 
r e c ip ie n t . The research suggests that  children may need to be assert ive  
about i n i t i a t i n g  in teract ion to acquire and maintain a rec ip ien t 's  
attention to a teaching bid. For example, Cooper et a l .  (1982a) found that  
kindergarten and grade 2 children were more successful in having t h e i r  
helping attempts acknowledged i f  they were e x p l ic i t  rather than subtle  
about giving information or making a request for  act ion.  At the same t ime,  
children need to display a f r ie n d ly ,  p a t ien t ,  posit ive  approach to prevent 
an assert ive attempt from looking "bossy" and creating a negative response 
in the recip ient ( e .g . ,  Bryant & Crockenberg, 1980). Case studies have 
shown mid-elementary school-age children capable of successfully balancing 
a f i rm ,  assert ive manner with a calm, nonjudgmental a t t i tu d e  (Steinberg & 
Cazden, 1979). Children of th is  same age produce more e f f i c ie n t  and 
effacious consequences for  the recip ient i f  th e i r  helping delivery re f lec ts  
a posit ive  emotional tone (Garbarino, 1975). No doubt that  an encouraging, 
posit ive atmosphere is conducive to learning in peer teaching s i tuat ions.
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Some forms of ind irec t  help ( i . e . ,  verbal modeling, giving choices and 
options, making "we" statements) as well as the use of reinforcing  
statements seem successful in promoting the rec ip ie n t 's  par t ic ipa t ion  and 
cooperation in a sustained task ( e . g . ,  Hurwitz, 1979). There is no 
research demonstrating developmental changes in ch i ld ren 's  a b i l i t i e s  to 
promote recip ient cooperation in helping and teaching s i tuat ions .  Probably 
the research on ch i ld ren 's  persuasive s k i l l s  might be enlightening in th is  
regard.
A f in a l  suggestion for  future research is to place greater emphasis on 
the re c ip ie n t 's  behavioural progress and feedback, as well as the helper's  
f l e x i b i l i t y  in pacing and accommodating to the re c ip ie n t 's  changing needs 
( e .g . ,  increase in errors ,  increase in amount of time spent t ry ing a 
ta sk ) .  Instructional goals frequently  require a sequential process rather  
than a single step for  t h e i r  solution. In a sustained helping-teaching  
episode, the learner 's  needs and f rustra t ions  can change over the course of 
the episode. For example, i f  the recip ient makes mistakes or encounters 
d i f f i c u l t y ,  the helper might increase involvement and extent of help and 
direct ion to ensure completeness of help. On the other hand, the helper  
might reduce the level of intervention as the recip ient gains in mastery or 
comprehension over the task. This type of change might be measurable 
through increasing or decreasing frequency of the three classes of major 
helper strategies over the course of the episode. There is some evidence 
from case studies that  9-year-old children are capable of reducing the 
explic itness of t h e i r  teaching and instruction as the learner 's  needs 
change (Cazden et a l . ,  1979).
The avai lab le  data regarding development of ch i ldren 's  natura l ly  
occurring and e f fe c t iv e  instructional behaviours are sparse, but
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provocative. This appears an important area for  future research. From the 
tenuousness of the f indings,  i t  is evident that  there is s t i l l  a great deal 
to be learned about ch i ld ren 's  teaching and helping.
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